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Chapter 1

PROBLEM

Raising the level of functioning of the culturally disadvantaged, especially

those of school age, is recognized as one of the major educational-prOblems

of today. This growing concern for improving the educational:offerings'for

these children has resulted in legislation at both the federal and state

levels as well as contributions from fund granting agencies to encourage

state departments and local school systems to initiate innovations 'for

helping these children develop their potential.

Although culturally disadvantaged children have always been in the public

schools, the concern is becoming greater because of the complexity of the

economic structure. It has now become a necessity rather than merely an

advantage for individuals to have an education to be prodUcttve meubers of

society.

When one notes the statistics on the growing numbers of culturally dis-,

advantaged attending the public schools, the probleM appears to be even

more critical and disheartening. The mblem is most apparent in growing

urban areas. In 1950 about one child out of ten attending the public

schools in the nation's fourteen largest cities was considered'cultutally

disadvantaged. In 1960, the figure had risen to one out of, three. The

urgency of the problen is underscored by the fact, that not all of the

nation's underprivileged, disadvantaged and deprived children--the

14exican-American and American Indic, of the southwest, the-Appalachian

Hill-Folk, the southern Negro, and countless others--are represeutedin

these figures (Harrington, 1963) and (Shaw, 1963).

At one time the concept of "giftedness will out" was: generally accepted.

"Everyone knew that cream would rise in fresh milk, and -everyone knew -that

high intellectual capacity in human society had the _same ingredients of

self-rising fdt globules." (Bond, 1960) In recent years, our 'concepts

regarding talent have changed radically. Today we have come to realize

that potentials, if not nurtured, 'May never reach frUition. Loss :of talent

is an intolerable loss to society. From the standpoint of human-rights we

have an obligation to-mike it possible for each individual to develoP his

potentials to the fullest.

In the foreword of The culturally Deprived Child (Riessuan, 1962), Watson'

makes the following statement:

In the current flurry of concern over the gifted; most well-to-d6

families are pleased to think of their own children as being

given, well deserved special consideration. Teachers are gratified

because 'higher standards' are,in vogue. Yet the great reservoir'

of undiscovered and underdeveloped intellectual talent in America

is not in upper-class or middle -class neighborhoods. While the

proportion'of high IQs may be lower in underOrivileged'areas--

this is a slippery question, as Professor Riessuan demonstrates--

the actual numbers of intellectually very bright children in

poor homes are far in excess of those to be found in the

relatively few homes of business and professional leaders.

What isneeded now is some fresh approach to the discovery and,.

cultivation of the talents that undoubtedly exist among millions

of children from unpromisory backgrounds. The usual tests won't

identify them; the usual teachers won't inspire them.



Eells, et al (1951) point out that the most important face about our low
economic groups is that they include more pupils with high IQ& than is true
of the groups in the middle economic brackets. He further. states that one

important way of coping with the problems of shortage in industry of high
level personnel is to recruit from the working class level and elevate them
to the professions at the middle class level.

The literature abounds with descriptions as to what the culturally dis-
advantage child is like. Oftentimes the determination of these character-

istics is based largely on observation rather than on more percise assess-
ment using research tools. In addition, the dharacteristics reported,
refer to groups of individuals and are not all necessarily applicable-to
an individual.

The authorities in the field of the culturally disadvantaged recoMmewi
ways by which the school can improve their educational offerings far these

children. Such recommendations have not usually been tested on a reseirdh

basis.

Essentially two basic strategies for educating the culturally disadvantaged
have been recommended. One places primary emphasis on helping.-the child

catch up to middle class standards through a bombardment of "Cultural"

stimulation. With this approach the environment and the chiles way of

life are viewed almost entirely in negative terms. The other strategy

places major emphasis on the culture of the child and hug certain:character-
istics of this culture affect his learning and achievement. The strengths

of the child's culture and style are considered primary. The:approach

assumes that the school culture is to some extent milleable_to the needs

and style of the child. The more recent educative trends seem to be

leaning heavily in the directian of the latter strategy. In order to, be

effective in the education of the culturally disadvantaged, aft,under-
standing of the child within the framework of his particular, culture is

necessary and remedial action based on this understanding seemingly -is

required. A third approach and the one adopted as the basis'Idfthis
study is concentration on the identification of learning deficits'and
sequential programming designed to help the child overcome &fiats smsk
to accelerate his rate of functioning to the point that he is operating

at a level comparable to his more advantaged peers.

An extensive persual 9f the literature reveals that research'studies

devoted to the culturally disadvantaged gifted child are nonexistent.

Yet,:in terms of developing the nation's intellectual resources the need"

of educational programming for these children is probably more urgent
than for the "average" culturally disadvantaged child.,

The primary purpose of this study was to investigate the strengths and

weaknesses of culturally disadvantaged children through an intensive
psycho-educational diagnosis to enable educators,to design an edueational
program to enhance the intellectual functioning of culturally-disadvantaged

children with higher potential.



In an attempt to present a description of culturally disadvantaged Children

with higher potential, the analysis of the data obtained from this study

proceeds in two ways: (1) statistical analysis of the data and (2) in-

corporation of the data in a discussion by means of a case study approach.



Chapter II

REVIEW OP RESEARCH

A careful review of the literature revealed no studies that exclusively

focused on subjects who were identified as the top 20 per cent of a

population of culturally disadvantaged children. Although a number'of

studies have indicated that the culturally disadvantaged children from low

socio economic homes differ in many respects from children of middle and

upper class homes, few attempts have been made to delineate specific psycho-

educational strengths and weaknesses with a view toward initiating a program

designed to ameliorate specific weaknesses of these children since most

schools provide programs that are geared primarily to the middle class child,

it is cruclal that school develop appropriate curriculum offerings for the

culturally disadvantaged.

The research studiesliat seem to be relevant to this study are reported

under the following headings: (1) intellectual abilities, (2) creativity,

(3) psycholinguistic abilities, (4) achievement, (5) social' And emotional.

Intellectual Abilities

Numerous studies have been undertaken investigating the relatimadhip between

performance on standardized intelligence tests and cultural-econOnic factors.

...Tones (1954) in an extensive review of the literature, reported studies
revealing positive relationships between mental scores of children and. such

variableS as educational level of the parents, socio-economic status of the
fmnily, parent occupation, income, dwelling area, "hospitalise (inititutional

children), and educational opportunity.

Bavighurst (1961) in a more recent study of all sixth grade Children in the

public schools of a medium sized midwestern town, found that V4eiapper and
upper-middle social classes" produced 1.8 times as.Many children in,the upper
quarter of the IQ distribution as they would have if all social Classei had
,ue=s4 .".1137 represented. The lower-lower class produced only'.4 as,many.

Herrick (1951) reported that intelligence test scores for childrentroM
professional families averaged from 15 to 25 points higher than for children
of unskilled laborer's.

In four investigations (Murray, 1947; Havighurst and Breese, 1947; Bevis-
burst and Janke, 1944; Janke and Balrighurst, 1945) using Warner's social
class concepts to measure social statuu, corroborated the findings of other
studIeP.1 which Indicated a steady decrease in the intelligence test. performance
of social class level.

The alinve findings are consistent with results obtained in similar type
Oodles Ofanleyv 1963; Hindley, 1961; Migliorino, 1960; Palermo University,
1962) conted outside of the United States in which positive telationdhipa
between in test porfurwance nnd socio- economic status were revealed,

Clerk 6nd Clvsk t19,73) identified 59 institutionalized adults and adOleScenta
claOsific:d w. retarded. by Wechsler IQ scores as' coming,fromeUltUralW,
"adverse' or "n,3:7. c.excrse" holies. The subjects were retested on the Wechsler
tokt atter an average of 27 months from the first Administrations's, It,Was-:.,
tonild that differences between mean IQ gainer of the group from adverse' early,
environments when compared to the gains manifested by the remainder
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of the subjects were significant in favor of those coming from "bad homes".

The authors interpret their findings as "suggesting that an environment

which is really antagonistic towards the child retards mental development

for many years. Later, however, after removal from such conditions this
retardation begins to fade, and IQ increments occur, often at ages when
mental growth is commonly assumed to have ceased." The above hypothesis
was further validated by a similar study carried out on another group
classified as mentally defective. The obtaining of comparable results

led the authors to conclude that "intellectual retardation among such
deprived people as, have Veen studied him-e its mot r.rmanent
and irreversible condition."

In an earlier study, which has since become a classic, Klineberg (1935)

found that the scores on the Stanford-Binet and the National Intelligence

Tests using approximately 3,000 southern-born Negro children who had

migrated to New York increased with increasing length, of residence .in Nei

York. In time; the intelligence test scores of southern-born Negroes tended

to approximate those of New York-born. It was concluded by the author that

the, superiority of northern Negroes to southern Negroes is not a factOr of

selective migration but due to more stimulating environmental factors in
the North.

Lee (1951) obtained findings similar to Klineberg in a Study involving 930
Negro migrants from the south conducted in Philadelphia using the Philadelphia
Test of Mental and Verbal Ability and, with some children, the PMA. and Minne-
sota Paper Form Board. Test scores and length of northern residence were

highly related with the exception of the PMA Memory Test. The results were

considered as supporting the Klineberg hypothesis, that more stimulating
environmental faCtors in the North have the effect of raising intelligence
test scores of southern-born Negroes.

In an experiment conducted by Teahan and Draws (1962) the WISC was adminis-

tered to 26 northern Negroes and 24 southern Negroes referred by their

schools for an intellectual evaluation. There were no differences between

chronologiOal age of the groups. A comparison of the Verbal and Perforniance

IQs obtained by southern Negroes revealed a statistically significant
difference._ with the southern group being especially deficient in the

No significant differences were found between Verbal
and performance IQs- of"the northern Negroes who actually received slightly
higher scores, on the Non-verbal than the Verbal tests. Both northern, and

southern Negroes made their highest scores on the Comprehension and Similar-

. ities subteite while low scores were obtained by both groups on the Vocabu-

lary and Block Design Tests. The authors pointed out that their findings

indicated a need for exercising great caution in utilizing Non-verbal IQs

when cultural deprivation is suspected.

Machover (1943) compared a group of 50 southern Negroes who had migrated to

New York after the age of sixteen with a group of NeW York-born Negroes'

matched with them for scores on the Comprehension and Similarities subtexts

of the Wechsler-Bellvue scale. The Negroes from the south were most ,inferior
to the New York Negroes on the Digit Symbol, Block Design, and Picture Arrange-

ment subtexts.

Tyler (1956) postulates that the above combinations may represent a percep-
tual defect with the culturally restricted group not getting the meaning of
the stimulus material as clearly as the, group with the better educational



background. Tyler raises the possibility of early' peiciptuaLdepitvatiow,
adversely effecting intellectual development. She indicates the need f0'
a more penetrating analysis of ,specific,intellectual,differeuces and' their
origins, keeping in mind the concepts of Hebb andPiaget:

Higgins and Silvers (1958) compared the results of the Stanford -Binet and
the Colored Raven Progressive Matrice IQs for children of low sociOr.econmOIC:
status. The subjects were 789 *vile ranging in age from seven't6*isoYears.
There was no significant difference in Binet IQ between the 349 Negroes-04'-
440 white subjects. It was found that, for the Negro group, the Non-Verbal
CRPM scores were significantly lower than their Verbal scores. No signifi-
cant differeftee was found for white children between the StanfOrd,Binet and
CRPM scores. The authors point out that the CRPM is not a general:intelli,
gence test and may be measuring a very specific skill. They also suggest
that tests constructed with many Non-verbal items may be unfair tolOgro',
children.

Bogen (1952) conducted a study on the effect of perceptual training on 4rool*
IQ scores of elementary pupils in rural schools. Twenty -five rural wtiite
and 29 rural Negroes in grades 1-4 were provided with stimulating visual
materials (geometric designs and puzzles, jigsaw puzzleiand-word puzzles)
involving reasoning ability of a perceptual nature. Both groups showed
significant gains over control groups in total IQs, California Non-langUage
scores, and Spatial Relationships and Logical Reasoning subtests of the Cliff.
Both experimental groups also increased their scores on the Otis Quick Sear-.
ing Mental Ability Test - a largely verbal instrument. The-author suggested
that training in visual perception might assist rural pupils to operate more
effectively in academic situations requiring perceptual discritinatiOn such
as reading, arithmetic and spelling. The results also indicate, the author
states, that scores on group IQ tests may underestimate the mental ability
of rural pupils and that rural elementary school children may respond posi-
tively to a more challenging educational program.

In a study of 543 urban children stratified by race, social class, and grade
level (1 and 5), Deutsch and Brown (1964) administered appropriate levels of
the Lorge-Thorndike intelligence battery in an investigation of factors that
influence the development of intellectual functioning in children. It was
discovered that:

1. Negro children score lower than white children of similar SES
level and Negro-white differences increase at each higher SES
level.

2. Children from father absent homes scored significantly lower than
children in intact families (this finding was more marked at grade
five than grade one).

At the fifth grade level,children who had attended preschool scored
Agnificantly higher than those who had not. Although not statis-
i!0-tr significant at first grade, the above trend was evident.

v

211,.1.uded that as social-class level increases, the influence of
-7:mifests itself and deprlvattonal influences have greater
,.-,,:llpmental stages than on earlier ones.



Price (1962) studied white and Negro children of three age levels
ten,, and fourteen. Although the average IQ of white:chi/di:en was higher

than that of the Negro children at all age levels; the differenee,-$44ii;
More pronounced as age increased. ROrschach responsesortegio: Children'; ,

were more 'like those of younger white children. The...author'iOncindeCihat
differences in intelligence, motivation, and personality were--eisentially,tie result-of environmental conditions.

As a. sresult of extensive testing to,gather 'normative data On intelligence
and achievement test, results of Negro Children., Kennedy et al, (1963),
gathered data on 1800 children in five southestern states. It:Taas:_'foUnd
that Stanford-Binet IQ scores were negatively corkelated-Witt,k age ,and
significantly different by socio-economic level. The, mean IQ of' the five-

year7old -groUp was $6 as compared with a mean IQ of 65 for "thethirteen
year-old. group. Children identified as upper-level with reapect, to socio-
economic claSeificatiOn earned 'a Mean IQ of -105 while those of lower soot°,
economic leVel attained a mean IQ of 79. The authors report": that,

"Analysis Of sAinet' item,difficulty and biserial correlation item analysis
shored: that Abstract verbal "items" appear at too_ low an age level in the
test. On the other' hand, rote memory, days of the week;:making 'change,'
digits, and'sentence 'memory items are placed too high On the scale. ,There-
does not-, seem to be any exceptionally high performance ability i:n'contrest_
to low verbc11" ability for this sample."

Gray and Klaus (1963) assessed the effect of early, training on caturellY,
deprived NegrO74ildren. The- xperimental subjects consisted of two .'grOups

of approximately 20 culturally deprived Negro children. One groUp received
two summers of school program and home contacts and the other attended a
school program for only one summer. Results of pre- and post- testing
over a fifteen Month period revealed a sign-Ificantly great improvement for_
the experimental groups on the-Stanford-Binet and Peabody Picture Vocabulary
Test while the control group registereda decrease. The experimental groups
gained an average of 10.1 and 5:1. IQ points, respectively, _while the two
control groups showed an average decrease of 5.1 and 2.5 IQ points over
the same period of time,

Kirk (1958) reports a study relating the influence of nursery school type'
experience to the intelligence of 81 retarded children between three and-
six years:of age. Fifteen of the children attended an institution nursery
school and 28 non-institutionalized children were matched for place of
residence (institution or not institution), IQ, and socio-economic status
with controls who attended no nursery school. It was found that the general
effect on all children provided with nursery school experience was positive.
Thirty of the 43 experimental subjects registered IQ score gains ranging
from 10 to 30 points.. Increase for the experimental group was significantly
higher than for the controls. The children retained these gains as evidenced
by a follow-up study conducted three to five years following nursery school
experience.

An article on the nature of cultural bias in intelligence tests was published
by Bells (1953). He takes the position that "most presently used intel-
ligence tests.... are so constructed and so administered that scores on
them are influenced by the cultural backgrounds of the children taking
the test in such a way that children from certain kinds of cultural back-
grounds receive scores that are not accurate reflections of their basic

.7.



intelligence." Eells believes that although tests may be useful in
predicting a child's ability to do school work, they ehould not, because
of cultural bias, be considered to tap innate intellectual potential.
Eells states that culture fair tests must be composed of items dealing
with materials common to the various subcultures which use common language
and stimulate equal degrees of interest and motivation in subjects tested
from the various subcultures.

Fowler (1957) contrasted pupil performance on conventional and culture-
controlled mental tests. The California Short Fors: Test of Mental Maturity,

Detroit Alpha Test, Renmon- Nelson Tests of Mental Ability, 2 IPAT Culture-
Free Tests (Catte1.1) and the Davis-Ells Games were administered to 201
white American. non- .ethnics, 80 Negroes, and 94 Polish boys and girls.
Pupil-test performance of, the 355 ten year old students- was compared with
sex, race, ethnic background, socio-economic status, and teacher estimate
of pupil intelligence. The findings revealed that culture-controlled tests
did not show differences between the sexes, but girls were superior to boys'
on the Henmon-Nelson and Detroit Alpha. Negro pupils generally scored
lower than either of the two white groups, and socio-economic status was
positively related to test performance with the exception of the Negro
boys and Polish group. For the Negro and Polish boys lower socio - economic

status, as measured by the Warner Index of 'Status Characteristics, was
associated with .a higher score on conventional and a poorer score on
culture-controlled tests. The type of test used did not greatly 'alter
the obtained IQ. Teacher estimate of measured pupil intelligence was
found to corresponds more closely with conventional tests.

In a study of the influence of social status, practice, motivation, form
of test, and manner of presentation conducted by Haggard (1954), a total
of 671 eleven-year old children from a midwestern city of 115,000 was
subdivided into 28 subgroups, matched on social status (high and low -

using the Warner Index), chronological age, school grade and IQ, and
administered an Initial Test of Standard Intelligence:. The experimental
condition involved Practice (motivated, unmotivated, and none) for a 50
minute period over three days, and Retest (motivated and unmotivated) in
which the Initial Standard Test and Revised Test minimizing middle-class
bias were used. The results indicated:

1. Practice facilitated gain in performance of the high status
subjects who took the Standard Retest, and gain of the low
status subjects who took the Revised Retest.

2. Low status subjects, when motivated, did significantly better
on the Standard Retest than those not motivated.

3. Subjects from both social status groups made much greater gains
on the Standard Retest. The low status subjects showed the
greater gain.

4. Subjects from both status groups performed better on a Revised
Initial Test than on the Standard Initial Teat.

5. When the effects of all treatments were combined, there was no
significant difference between the two status groups in their
ability to learn to solve intelligence test problems, although
the various experimental treatments and conditions influenced
the retest scores differently.
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6. The mere revision of the test itewb, was" ztot 1'411410i* ,,t0. 4,edUCk-
the difference in performance beticen the,grouPS: --The Marked'
discrepancy between them was only reduced ',when -.the:cenditiOni-4
Motivation and .Practice were alio preit,ent. *All Statistital
significant difference', attributable to Practice ancl"MotiVited'
Retest occurred. in connection with- the Standard,Reteet._ The
ReViiied,Retest waa not influenced by Such 'condition.

Tt vstaenneludad that revision of intellisenci tests to remove:culturil-_
bias was not enough to obtain adequate measures tif "mental: l'erfOr4.
mance can be improved by highly motivating the group,'diveloping
test taking techniques, and establishing good rapport between-ankjeCt',.and
examicer.

In a study investigating the .effect of Money ,vi. praise uion'the
and obtained scores of the Revised Stanford44net--Test, Klugaian. (1944).' tetited
38 white and 34 Negro school children (ages 7-14 with'ralternate,*#MS:0-f
the 1937 Stanford-Sint after introducing money and praise
Children were divided on the basis of race, sex, tie and-lather'-i. occupation --
for investigating the effects of incentives. No significant. Its difference_- --
was found between. Negro andwhite,subjects on initial testing. All subjects
were tested with one form of .the Stanford-Binet and retested -a weekl/ater.
All subgroups studied Made higher mean scores on the money incentive: -tests_
than on praise, but differences were not statistically,. significant, -There.

.was a significant superiority..of the scores of Negro children tested-With
money incentive over Negroes tested using praise ea an: incentive. Although
there was almost no difference between whites end Negroes When money,Ware
the incentive, the whites showed superiority when praite was the incentive.

Pettigrew- (1964) in a summary of the relevant research on Negros!white-
ligence concludes that *Pinions of modern, psychologists overwhelMingly
support the notion that Mean differences observed between Negro and white
children on intelligence tests are largely the result Of environmental
rather than genetic factors, and that intelligence is a piastic product
of inherited structure developed by environmental stimulation and -oppor-

tunity. Re concludes that the severely deprived en.vironraent of the average

Negro child can lower his measured IQ in two ways:

1.. It can act to deter his actual intellectual development by

presenting him with such a constricted encounter with the world

that his innate potential is barely tapped.

2. It can act to mask his actual functioning intelligence in the

test situation by not preparing him culturally and motivationally

for such a middle-class task.

Studies on intelligence as related to socio-economic status suggest the

following:

1. Culturally disadvantaged children do not score as high on

standardized intelligence tests as do their middle -class

peers.

2. "Culture fair" and "performance" tests have not been _effective

in tapping the innatli: potential of the culturally disadvantaged.

.9.



3. Deficits as measured by intelligence tests seem to be cumulative
in that IQ scores tend to decrease as the child grows older if
no introvention takes place.

4. The effects of cultural deprivation on certain aspects of intel-
. lectual functioning are not irreversible. Male adverse cultural

conditions seem to depress intellectual development, these effects
can be ameliorated by environmental changes which stimulate intel-
lectual development.

Creativity

A survey of the literature in the field of creativity reveals, an accelerated
interest over the past two decades which have culminated in voluminous_research-
in this important area of study. While extensive research has been
taken in this area, few studies (or theoretical formulations) have definite
bearing on the subject of creativity with the culturally-_ disadvantaged child,

A recent study by Davidson at al (1962) of "good".and "poem" achievers-in
the lower class population of a Harlem school-found ample-evidence of
creativity, especially among the poor achievers. This in itself calls
attention to-the need for investigation of the nature-and development
of such abilities in this segment of the population.

Torrance (1962) and his associates at the UniversitTof Minnesota investi-
gated the creative thinking abilities in elementary and secondary school
children. They report tentative growth curves for such abilities in,chil-
dren of the first six grades based on cross-cultural evidence. Three non-
verbal and six verbal tasks were used for assassins originality of thinking
in these ,stddies. On the bases of these studies, there is evidence that
the intellectual abilities labeled "creative thinking" do not follow the
same course of development as other such abilities. In the children of
American middle-class culture, there were specific periods of decline
rather than growth at about-ages 5, 9, 13 and 17 with the most acute
decline at about age nine or the fourth grade. A period of recovery.
occurs in the fifth grade, especially in girls but this recovery is largely
in fluency and not in originality. Recovery in originality was found to
come about largely in the Sixth grade. After a decrease in the seventh
grade with a recovery in the eighth, growth is continuous until the eleventh
grade where a peak is reached.

The same or similar tests were given to a number of other cultures --
Australia, Germany, India, Samoa and groups of southern Negro. The other

cultures did not show the same kind of developmental curve which suggests
that drops in the developmental curve in the American middle-class sample
was due to cultural factors rather than any inherent characteristics
emerging at the various ages. For example, in the southern Negro sample
a slight drop occurred between the second and third grades but there was
considerable growth between the third and fourth grades, a time when the
middle class white population is sbowing a decline. The Samoan subjects

showed no decline at all. Rather, Torrance found a very slow rate of
continuous growth from year to year.

Torrance believes that cultural discontinuities in terms of new demands
placed on the child is associated, with drops in the developmental curves

for the creative thinking abilities. At about age five many children are
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inhibited in their thinking becaUse of parental and teacher tarninga

eliminate fantasy. At about age nine, where the most severe decline occurs,

several things happen which would help explain. the 'diminished originaiity:',-,,
responses in this American subgroup. For example, classroom activity:
becomes more organized and formal, emphasis is placed on correctness-Mid

neatness.

Iscoe and PiexceJones (1964) report a study in which ideational fluencY

and ideational flexibility scores were obtained from an Unusual Uses Test

given to 267 Texas white and Negro school children aged five to nine..

Although all subjects were of lower socio-economic level, mere was a

significant difference in socio-economic level between white and Negro

children in favor of the white children.

Results showed that white children tended to excel Negro ChildreriYin
ideational fluency only at the youngest of the five age levels -,studied:'

The scores of the Negro children, however, tended to excel thase- of the-

white children at the middle age levels and to equal those of White chil-

dren at the oldest age level. The mark increase-in flUenCy between the

five year-old and six year-old Negroes was thought to be -a reeult;Of

-environmental factors. The Negro five year-olds represented the-'10WeSt

socio-economic level of the entire sample and were taken-.from -an -over

crowded nursery school. In contrast, six year-olds attended a school
in which advantages might have contributed to the lesults obtained.

No significant overall age, race, or race by -age differences in reapOnse

flexibility were obtained. The superiority of the Negro 'children in --

fluency did not carry over to flexibility measured by' the number of

categories of usage. Despite the greater number of fluency responses
for the Negro children the number of categories they used were no larger

than those of the white children. There are strong suggestions from the

results that the originality of uses proposed for familiar objects- (in

this study a newspaper, table'knife, cup, sad clock) is _related to the

cultural background of the subjects. For example, a newspaper hati

traditionally been the all-purpose material of the underprivilged.

Iscoe and Pierce-Jones (1964) also investigated the relationship of intel-

ligence and divergent thinking (ideational fluency). Their findings are

as follows:

1. Consistent with previous studies (Getzels and Jackson, 1959, 1961;

Torrance, 1961), a low but significant positive correlation
between scores on the WISC and divergent-thinking for both

white and Negro children was obtained. It might be noted

that Getzels and Jackson (1951) and others (Ksrness et al, 1961;
Torrance, 1959) have found evidence which suggests that
"highly creative" children achieve as well in school as

,children who are brighter but not so "creative".

t.yrorg Negro children, ideational fluency wail si gni ficant ly

-;::I.vely correlated with Information, Similarities and
subtests of the WISC while among white children,

--Irt positive correlations occurred between ideational
mid VocL trt 01:try sub tests of. the WISC.

,ek ...7.::2.11t2 of a factor analytic study of the Wechsler-



Bellevue Intelligence Scale by Davis, (1956) these 'investigators.
suggest that a verbal ,comprehension factor may be involired,rin
diliergent thinking measured in terms of verbal-retpobse..-indiCae
tors of ideational fluency.

3. Among Negro children, divergent thinking scores significantly
correlated- with the Picture Arrangement subtest which, ihe_atithors
point out, may measure some more basic,-,visualilation ability factor
according to Davis.

4. In white children, divergent thinking scores- were significantly
associated with Digit Span scaled_ scores and Bledk Design:snb-'--
tests, of the WISC. AccOrding to Davis, these subtests maybe'
related tcv-a new-verbal reasoning factor.

Another significant finding of this investigation was the relationship
between age and the developmental pattern of creative thinking ;abilities`.
The.results do not 'Support Torrance's (1962)- findings indiCating definitive
periods 'of-decline in the growth-of such abilities.

Irvinge Taylor (RieSSman,-- 1962) notes that the mental ogle of loiiincoute
youngsters tends to resemble the mental_ style of one type of highly creative
person. Taylor believes that disadvantaged children are not nearly so -non-
verbal as is generally thought but rather_ use Words in.s different way "And
are not as "dependent on words for their sole form of communication au middle

children. 4t the same time he. believes them to be imaginative at the _

verbal level. In investigations using word association tests, Taylor'forind
that the responses given by disadvantaged children were often less conyen=
tional, ,mere-Unusual, original, and independent. Thia suggested that: they
were more:flexible and visual with language. Furthermore, it is Taylorit
belief that the disadvantaged child tends- to permit language' to interact
with more now-verbal means -of communication, such as gestures and pictures,
suggesting that these children are not restricted by verbal forMi.of
coMinunication. That is, they are considered to be less word bound, less
bound in their thinking to the structure of language.

Taylor believes that their wide range of associations indicate-a freer use
of language, which may be an important attribute of one type of creativity.
Be contends that not only do studies of creative people indicate that they
have greater "semantic flexibility", but also that they respond well to
visual, tactile, and kinesthetic cues. In general, their non -aural senses
seem to be especially acute. Taylor notes that this pattern resembles' the
mental approach of the underprivileged child in many respects. (Riessman,
1964, p. 192)

Riessman (1962) argues a "single-minded" or "one-track" creativity might
well be found among many disadvantaged individuals. With this type of
creativity, the individual often fixedly absorbes everything pertaining
to his scheme or problem, possibly ignoring many areas of learning and
thus, has important gaps in his knowledge. There may be a relentless
pursuit of one line of thought or one problem over an extended period
of time. According to Riessman the person who has one-track creativity
is similar in some resrects to Guilford's "divergent" type, characterized
by much searching abort and goiug off in various directions.

.12.



1. Creative abilities do not seem to follow the same developmental patterns

as other facets of intellectual functioning.

2. Culturally disadvantaged children do Dosses!, many of the attributes

believed to be associated with creativeness.

3. The 4.41.1 doss :ea r! to have An influence on the dpvelopment of

creative abilities among 411 SES groups.

There appears to be differences in creative responspeveIative to

age and different cultures.

5. Language development may be associated with certain kinds Of

creativity.
A

Psycholinmistic Abilities

A review of the literature revealed only one study specifically with the

culturally disadvantaged. This study was conducted with Negro children.

at the preschool level by Weaver (1963). The purpose of the" study was

to determine the psycholinguistic patterns of, culturally deprived children,

and to evaluate the efficacy,of .a preschool training program in accelerating--

language development of culturally disadvantaged children.

The experimental children were given a 10 week summer training period while

the control group remained in the home and had no special experience.

Post test results indicated that the experimental subjects had significantly

higher scores on Visual Decoding and Auditory-Vocal Test of Psycholinguistic

Abilities (ITPA) than did control subjects. They were also hither on the

total ITPA score, In both the experiments, and control groups, the auditory

vocal subtexts were significantly lower than the visual motor subtexts, and

language scores were significantly lower than mental ages. The correlations

between language age and mental age for the total group of experimental and

control. subjects was .83. The language age and mental age for the girls cor-

related .88, while the correlation was .81 for the boys.

Since mentally retarded children are often cultwaly.disadvantaged,

studies using the ITPA with this group of handicapped children seem to

be relevant to this investigation. For example, lerman (1962) made a

psycholinguistic analysis of three siblings in a family with a history

of four generations of mental retardation. She evaluated the effects of

a short period of training on the psycholinguistic development of one

sibling and one unrelated child with a comparable psycholinguistic profile.

The assests of these three children centered in the visual-motor areas. and

the deficits in,the auditory-vocal area.

The two children who received remedial treatment made significant gains of

approximately three years in language age. , The sibling who did not

receive remediation, however, also mule significant gains on some slab-

tests of the ITPA.

43.



Another study mentally retarded children Using'the' ITPA
Stith (1962) ., The treatment program for the ezperimenta/ grOup,,Consistol
of 11 weeks of training in groups of eight ,for three 4.5 minuite' periods
weekly. The purpose of the study vas to evaluate the effects of a,-group=
language program aimed at increasing abilities of the subjects' tocie.Code
(receive visual and auditory cues) to associate, and to encode (exPiess-
Verbally or through..motor responses )1inguistic tyMbols. DUring -a -period;
of time involving 33 sessions, the experimental group. gained 6.75 months_
in mean language age and the control group had a loss' of .44 month's. This
researcher found that rtpi that. !Q or 4nitial language ages were significantly
related to gains in language age.

Mueller and. Smith (1964) made a folloW-up- Study on the Subjects .of Stith' sstudy (19621 and found that after a 12 month periOd there was no significant
difference-between the experimental and control .subjects in psycholingUistic
performance.

Segel and ibieller (1962) found that the . total language, age. the _ITP4
obtained from 18 mentally retarded Subjects with IQ's _ranging- frOm ;0 to.
80 correlated positively with all subtests (range .52_to .81)..-,:14ental;-
age was also significantly correlated with all subtests Oange .53: to .62).

Another study that has some relevance to this study is jitirt -s-(1963),
investigation with cerebral palsied children using,the ITPA as,,one of the
research instruments. This researcher was primarily- interested ,in" "e_Val7uating the effects of a language program on cerebral Palsied-children.
It was his hypothesis that a sequential language prograin Which fbcuSed on
the language deficits of these children would significantly- increase their
language scores. As a result of these gains he also hypothesized that the
experimental subjects would make more rapid progress in reading. At 'hypoth-esized, the experimental group did show a mean total language-- age gain of
12.3 months while the control group gained 1.1 months during the treatment
period which consisted of seven weeks of training.

The Hall Word Recognition Test scores revealed that the mean gain for the
experimental group was nine months while the control group gained only
three months. Thus, the results on both the ITPA and Hall Word Recogni.tion
Test were highly significant.

John (1963) reported some consistent class differences in language skills
among Negro children. He found that middle class children had better
command of language relative to the classifactory and problem solving
functions.

Irwin (1948) in his study of the speech of infancy, found that initial
development was age related only, but during the second year language
development revealed social class differences. Templin (1958) studied
the relationship between socio-economic level and aspects of speech and
discovered that the sentence length and complexity of sentence structureare related to socio-economic level. Bernstein (1958) also studied-the
speech of the lower Class in England. Re concluded their speech was morethan different; it was deficient. Cahn (1959) states that simplification
in language of the lower class makes it difficult for them to formulate
intellectual generalizations.



Loban (1964) studied the language used by a stratified sample of children

in the kindergarten and first six years of the elementary school. The
stud* was initiated with 318 kindexissrten children' in 1952. Al regular
intervals during a period of eleven years, comparable sawples were collected
of timilc Iftmenage. Samples of oral and written language and of reading were
included. Two sub groups representing extreme deviations were selected frimn
the total sample. One of the findings of this study was thaethe law group
used more oral partial expressions and their sentence patterns were more
incomplete than was true of the higher group. Also the group proficient
in language employed the linking verb sentence pattern to a greater extent
than did the low group. The child with less power over language, according
to this study, was more dogmatic in his speech. It was also noted that
these children had difficulty using more than one alternattve. The high
group made greater use oE clauses and multiples than was true of the low
group. It was found that there was an increasing use of subordinatimg
connectives relative to chronological age, mental ability, language ability
and socio-economic status. There wars also a positive relationship between
reading, writing, listening and oral language.

Bernstein (1960) in his study of language and social class points out that
lower class children tend to use more informal language to mainly convey
concrete needs and immediate consequences. Middle class children, on the
other hand, tend to use more formal language and to emphasize the relating
of concepts.

Deutsch (1963) states that current data in the Institute appear-to indicate
that differences in perceptual abilities and in general environmental orien-
tation decreaee with age while language- differences seem to increase. Be
goes on to say that perceptual development may occur first and language
growth and its importance to problem solving may come later. If this be
true, according to Deutsch, the child comes to school with major
deficits in the perceptual rather than the language area. If the school
continues to require a higher level of language skill without focusing on
antecedent verbal preparation, the culturally disadvantaged child's language
deficit may increase. Zaus, the time to concentrate on the development
of language.entecedants would seem to be during the preschool years.

In a study of the language development of white and Negro preschool children
in New York City, Anastasi (1952) found a significant correlation between
sex and race, such that girls surpass boys among whites, while the reverse
was true among Negroes.

1. Culturally disadvantaged children have deficits in psycholinguistic
abilities.

2. It appears that a training program focused on amelioration of deficits
i- effective.



AChie4iMent

Although the philOsairhy of equal educational opiortunities for all ,has, Yong
been at national tradition and pride, studies conducted of social, class in
American communities have forced the conclusion that uni-liersalt.lreeinid
compulsory education. areas by no means. guarantees the implementation--
of the above philosophy, Reports by Warner, VighUrst; and, ;100:0944 .

Rollingshead (1949), Eel's and Davis, (195l) ,andfothers pOint
sauce of cultural differences within the general American ,soCiety.__iChirters,'-
(1963) reports cultural variations sufficiently diVergent.:te waromit`conaiderr.
4 ng 1.1 ant & e AU, rile! tsivaa irs4 4. 4,i 1-11,0 einat.4 gat": Sige Aft Iiiintay. eat% flit:AA:Le;

been oriented toward the child of upper or middle SOCI:a-ecOnainic
values,, it is becoming more and more recognized that schools iire'not,:prOiding
a:der/ate programs for ceVtain children, particularly those coming
socio-economic 'backgrounds.

In a study of canalboat children in England, Gordon (1923) -presented 'aideniee
that children with_poor educational opportunities show droPs in IQ-as, they
grow older. Asher (1935) and Chapanis and Williams (1945) found. re-
sults in studies of backwoods children in the United States.

Studies relating to academic achievement suggest that mini:sttidenteCOMe-,to-
school unprepared by; virture of their particular cultural values "life
style. Smiley (1964) states: "Biddle-class ,children tame to sehool'pre;.`
pared to learn to read; lower-class children enter afietting which _is :foreign
to them in .goals, methods, and values. It is not surprising that 'reading,
comes off second best."

Sexton (1961) is her study of social class influence on placement.,, achieveient,
and persistence in the schools of a large midwestern city, ilIustratee; the:;ex=-
periential disadvantages loWer-class children may have and their relationship to
Emmet on a 'widely uaed reading readiness test. She reports that the' pictures
utilized to asses the child's ability to -recognize relationshipi between -object,
graphic, symbol for the object, and name of the object often feature, pictures of
objects that slum children have never seen. Furthermore, their lack of eg-.
perience with picture books at home -- even though the actual _object MaY'be
familiar--may handicap them when presented in the form of a linear drawing.

In an investigation of the effect of stimulus familiarization on discrimin-_
atiou, Covington (1962) studied the differences' in visual perCeptual ability
in children entering kindergarten. 'It was found that upper status children
(parents had both had some college training) scored significantly higher ;than
lower status children (parents had no training beyond high school) -'on a visual
discrimination test. After 13 days of training, both groups improved their
scores on the discrimination test while' control groups registered negligible
gains. The lower-status group's gain was significantly greater than that of
the_ upper-status group. No significint difference was found between pOst!.-test
scares of the two status groups. This study, then, demeinstrates that differences
in ,perceptual ability-are likely ta.exist between children from different social
classei.

Milner (1951) investigated certain parent-child interaction patterns as
related to reading readiness of first grade children. All high scorers but
one (N a 42) were from middle and upper-class families while all low scorers
but one were from lower social classes. Interviews with mothers and children
suggested that the high scorers had a much richer verbal home environment than
the low scorers.



Results of studies by Irwin (1948), Temp/in 0958), and Deutsch (1964)
suggest a. relationship between verbal or language deVeloPinent, and socio7

economic status.- Language retardation appears to ;develop ,Around the second

year and. the deficiency seems cumulative, at least, thrcingh grade' five.

Deutsch' -(1963) notes that if language is considered as a preresuitiite- to

concept formations and problem solving, then the deficit has a tremendous
effect on all levels of learning.

A. New York City investigation (1955) comparing mean reading, scores for
third, sixth, and eighth grade students fron lover and middle-class netgh-
bothoods revealed that at all levels studied the reading test scores of
children in white, higher income schools were above grade level while the
scores of pupils in the lower

each

Negro and Puerto Licata schools

were belowgrade level: At each testing-point mean scores for the lover-
- class children fell further below grade level and-below the: mean of the
white higher income group.

Sexton (1961) found lower income children's 'scores to be most depressed on
reading subtests mhile their scores on the work ikills ,and 'arithmetic
sections were, relative to their composite scores, better than those of
upper income groups.

In an investigation of social class differences in Arithmetic conceptil of
kindergarten children Montague (1964) administered the Arithmetic Concepts
Inventory to.51 children of law-sociv-economic status-and 31 Children of
high socio - economic status. Lower socio-economic children scored Inver on

the arithmetic concepts test and a significant difference was found -between
classes on total-score.

In a study of,the relationship of SES to vocabulary, reading comprehension,
arithmetic skills, problem solving, and composite achievement test scores,
Hill and Giamma4teo (1963) administered the Otis Quick-Scoring Mental
Ability Test, Iowa Tests of Basic Skills, and Scott-Foresaan Reading Tests
to 223 third grade children from western Pennsylvania. tocio-economic
status was determined by an interview sheet. Correlation suggested a

relationship between SES and all areas of school achievement measured. By

grade three, children from the upper SES group mace ahead of the low SES
group by eigit months in vocabulary, nine months in reading comprehension,
six months in arithmetic skills, and eleven months in problem solving.
Average composite scores showed seven months difference between high and
law SES groups. A significant relationship was found between SES and sub.
tests of the individual reading tests at grade one. Sensory imagery and

phonic analysis correlated the highest with SES.

Similar relationships were found in a study by Kennedy et al (1963) where
the California Achievement Test was administered to 1800 elementary school
children in the southeastern United States. Results showed a trend of

proportionate decrease in achievement level as socioeconomic status
declined.

Currey (1962) studied the effect of socio-economic status on the achieve-
ment of children at the sixth grade level. Three hundred and sixty sixth

grade children fk-E,m a large city in the southwestern United States were

matched in terms of IQ scores on the CDR, divided into three SES levels

.17.



-,.107.0.....orlowl.ww....arsea.

determined by a parent questionnaire and administered the California

Achievement Test. In the high intelleigence group, no significant
differences were found in scholastic achievement between the three SES
levels. With the middle intelligence group, higher SES was significantly
related to better language achievement and total achievement scores, but
the relationship did not hold for reading and arithmetic. Reading, language
and total achievement varied to SES in the low ability group.

Reimmary

1. Low socio-economic status seems to have a bearing on the level of
achievement of culturally disadvantaged children.

2. Culturally deprived children seem to be especially deficient in
reading as compared to other fundamental skills.

3. Educational retardation is cumulative; the older the child the greater
the retardation.

Social and Emotional

Perceived Attitudes of Teachers, Peers and Parents

A careful perusal of the literature on research revealed few studies
pertaining to the child's perception of teachers, peers and parents
attitudes. No studies were found specifically focused on the culturally
disadvantaged with higher potential. The following studies do have some
relevance to this study.

Developmental psychology subscribes to the thesis that, the early familial
environment of the child, particularly the pervading parental attitude and
emotional climate of the parent-child relationship is basic in influencing
the development of personality and is fundamental in the chiild's adjustment.
Ausubel et al (1954), however, suggests that the essential relationship is
that which exists between the child's perception of his familial environ-
ment and his adjustment. In a study involving the perceptions of fourth and
fifth grade children with respect to acceptance, rejection, and intrinsic-
extrinsic valuation by parent, Ausubel obtaindd some interesting results.
The hypothesis that self-perceptions of rejection and extrinsic valuation
by parents (in contrast to those of acceptance and intrinsic valuation)
would be related to more omnipotently conceived self-concept, to higher
ego aspiration and goal frustration tolerance, to greater ideational in-
dependence from parents, and to less advanced levels of personality maturity,
was confirmed for those subjects who perceived themselves as extrinsically
valued by parents, but not for those who perceived themselves as rejected.
The children who perceived themselves as extrinsically valued by parents
tended to conceive of their capacities in more omnipotent terms, showed
greater evidence of goal tenacity for cumulative, experimentally induced
failure in stylus maze performance, tended to disagree more with perceived
parent opinions, and were rated au less able to postpone immediate hed-

onistic gratification.
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Ausubel et al (1954) pointed out that ".... although parent behavior is an

objective event in the real world, it effects the child's ego development

only to the extent and in the form in which he perceives it. Renee,

perceived parent behavior is in reality a more direct, relevant aid-

proximate determinant of personality development than the actual stiMulus

content to which it refers."

Serat and Teevan (1961) using as subjects fourth grade boys and girls froin

predominantly caper-lower and lower-middle class homes, investigated three

hypothesis: (1) child adjustment as related to perception of relationship

with family; (2) the child's perception of the relationship is unrelated

to parents' perception of the same; and (3) the parents perception of the

relationship is unrelated to offspring's adjustment. The results supported

the hypothesis. Serat and Teevan conclude that many stibtleties are
involved in the parent-child relationship of the family which includes

parental attitudes toward child rearing which have individual meanings

for all, concerned. Each individual's perception of the relationship is,

in turn, influended by these meanings. The child"S adjustment is, directly -.

related to the child's perception of this relationship and only indirectIy

related to the actual parent-child relationship.

Maas (1951) studied social behavior patterns of pre- -and early adolescents

in lower class and in core-culture families which consisted of upper-lower

and lower middle class. Parents and peers were interviewed to determine'

the subjects' relations with parents, siblings, and peers. The results

suggest parental relationships with children in the lower class tend to

by psychologically- closed and quite rigid while the core-culture children

were reported as experiencing a more open and more flexible parental
relationship. Lower class children expressed fear of parental authority

and were characterized as the "bully" or oversubmissive followers. The
core-culture children seemed not to fear or to identify with threatening

power of adults. While core-culture parents were open to communication,

the lower class parents were reportedly closed or inacessible. Maas

classified the peer relations of lower class children into two .types of

security-seeking relationships.. In one, the child identified with power

and need for peers to establish a high status in relation to his contempt,

poraries. In the other, the child seemed dependent on the physical

presence of peers for mutual succorance and direction. A much less

dependent relationship among siblings and peers was reported the

core-culture peer groups.

Neugarten (1946) investigated the relationship between the social class

position of the family and a child's choice of friends and his reputation

among other children. Sociometric questionnaires were administered to

fifth and sixth graders and to tenth and eleventh graders from a cross

section of social classes. The results showed a relationship between the

socio-economic position of the family and the child's sociometric status

in school both in regard to friendship and reputation. In choosing friends

both age groups made distinction along class lines.

Davidson and Lang (1960) studied the interpersonal perceptions of teachers,

and children in a New York City School. They found that teachers' ratings

of children's achievement and classroom behavior were related to the chil-

dren's social class. Teachers tended to rate "undesirable" the classroom

behavior of lower class children even when their academic achievements
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were good. Of more importance is the indicated character of the dynamics
involved in this situation. The children themselves seem to realize their
teacher's attitude toward them. Children who perceived their teacher's
attitude to be negative had lower opinions of themselves, achieved less
well, and behaved worse than their more favored classmates.. Thus, perceived
teacher attitude seems to play a major role in the child's adjustment as
well as his achievement in school.

Summary

1. The child's perception of the teacher's attitude has a bearing on
the child's self-perception.

2. Teachers' perception of a child is influenced by the child's social
class.

3. Teacher attitude seems to play a major role in the child's adjustment
and school achievement.

4. The child's relationship with peers seems to be effected by sotio-
class status. Child tends to choose other children with their SES

group.

5. Parental attitudes as perceived by the child are seemingly more crucial
to the personality development of the child than actual parental attitudes.

6, 'mg. vAlatu's 1.)seeption OE parental attitudes is not necessarily parental
perceptions of the same.

7. The parental perceptions of the child-paront volat-4^ftchip (11, var.)t seem

to be as crucial to the child's adjustment as do the child's per-
ceptions of the same.

Parental Attitudes

One of the investigations most closely related to this study was that
conducted by Zuckermn and Barrett (1960) in a clinic setting. The
Parent Attitude Research Instrument (PARI) was used. One of the purposes
of the research was to determine the influence of socio-economic, age,
and family constellation factors on attitude of child rearing within, a

clinic group of parents.

Material PARI factor scores were analyzed relative to two socio-economic
factors -- the education of the mother and the occupation of the father.
It was found that both of these factors were significantly related to the
Authoritarian-Control factor in the attitudes of mothers. it was also
discovered that as education of the mother increased, the attitudes of
the mothers become less authoritarian and controlling.

Occupations were grouped into three levels: (1) professional, semi-
professional, and managerial; (2) trades, clerical, and skilled; and

(3) semi-skilled and unskilled. The findings revealed that when clinic
mothers were grouped according to the occupational level of their father
that the Authoritarian-Control factor was significant. It was likewise

found that when the occupational level of the father increases the
attitudes of the mother become less authoritarian and controlling. These
researchers estimated that 30% of the variance in authoritarian-control
was due to variance in the education of the mother and 15% could be

accounted for by husband's occupation.
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The relationship of education and the authoritarian-control dimension of

the attitudes of mothers are found in other studies conducted by Zucker-

man et al (1958a, 1958b, 1959).

Sears, Macoby, and Levin (1957) by means of a structured interview inves-

tigated the relationship between socio-economic status and the authoritarian

controlling attitudes reflected in actual child rearing practices. Their

findings suggest that middle class mothers are more permissive in four out

of five of the major areas of socialization investigated in their study.

The findings on mother's education was in agreement with Zuckerman's et al

(1958., 1958E, 1959, 1960) findings that the higher the mother's education

the more democratic and permissive techniques used.

Miller, and Swanson (1958) also conducted a study on child rearing practices

using a structured interview. Their findings contradicted those of Sears

et al (1957), and Zuckerman et al (1958a, 1958b, 1959, 1960). They found

no significant differences in the patterns of child rearing relative to

class or mother's education. In fact the trend was toward mothers in the

upper educational levels having less permissive attitudes relative to child

rearing.

Bayley and Schaefer (1958) completed a study on the relation of socio-

economic factors to observe maternal behavior. There was a slight

tendency for the mothers of higher socio-economic level to be more warm,

understanding, and accepting, and for mothers of lower socio-economic

statusto be more controlling, irritable, and punitive. It was reported

that differences were much greater for bays than for girls.. When consider-

ing autonomy versus control, there was evidence to suggest that socio-

economic level was a determining factor in the treatment of boy and girl

infants. Higher status male babies and lower status female babies seemed

to have been given more freedom from maternal control. Thus, it would

appear that child rearing practices and attitudes are influenced by sex

of child and socio-economic variables.

Warner et al (1958) studied patterns of maternal attitudes toward child

rearing. His subjects were 50 mothers in upper-lower and 50 mothers in

lower -lower socio- economic levels attending public health clinics. Six-

teen four item scales of the PAR/ were administered by reading aloud to

the subjects. Findings indicated that the lower-lower group was more

strict, more approving of activity, and more accelerating.

Zurich's (1964) study tested the hypothesis that perception of attitudes

between parents and their children are significantly related. Forty-two

white lower class parents and their adolescent children were given the

PARI. The findings indicated (1) members of the same family have different

perceptions of attitudes toward family life; (2) areater agreement exists

between the perceptions of mothers and daughters than between the percep-

tions of fathers and their children; (3) parents and their children favor

a relationship which is characterized by comradeship, sharing, and permitting

or encouraging a child to talk about his anxieties, conflicts, and hostili-

ties.

The finding that there is more agreement between mothers and daughters than

Illr.thejtellinp of Dentler and
buczo.
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economic class reflect the highest level of relationship while mothers

and daughters reflect the lowest. Be also found that overall consensus
between-paired family members decreases as class level decreases.

Zurich (1962) conducted an earlier study to determine the relationship
between the atiftude of parents as measured by the ma and a time
sampling of child behavior. Since findings were not satisfactorily
significant, it appeared to the researcher that behavior of middle class
children cannot be predicted from an analysis of parental attitudes toward
child rearing. Whether or not these findings would be true of lower socio-
economic mothers was not determined in this study.

Dickens (1959), Hart (1957), and Lipset (1959) studied child rearing
practices and found that working class mothers dominate their children,
make use of harsh and punitive discipline, and maintain social and
emotional distance from their children. These child rearing practices
according to Ausubel et al (1963) explain, in part, the greater authori-
tarian syndrome in lower class offspring than seems to be true of middle
class children.

Hill (1957) found in his study of Negroes that the parents expect their
children to be obedient and submissive. Harsh and even brutal punish-
ment is used for insubordination.

Surveys of the attitudes of white and Negro high school and college students
by Greenberg et al (1957) found that Negroes at all grade levels had more
authoritarian attitudes than did the white students.

Kohn (1959) conducted a study of social class and the exercise of parental
authority with 200 white working class and 200 white middle class families
with children in the fifth grade. He found that the conditions under which
parents of lower class and upper class children punish their children are
quite different. Lower class parents focus on the act itself and the
consequences of the child's actions while upper class parents are more
concerned about the intent of the child's act. These two approaches
reflect radical differences in values. The lower class parent is more
concerned with external evaluation; concern for children acquiring
qualities that will gain respectability for them. The middle class
parent is more concerned with the child's internalizing standards of
behavior.

Kohn (1960) also studied social class and the allocation of parental
authority of the 200 parents of fifth graders. He was interested in
getting information as to how mothers and fathers feel about the division
of responsibility for support and constraint of children. The middle
class mother felt that the father should be as supportive as she is but
th.at his role in constraining the children is of secondary importance.
On the other hand, working class mothers would like their husbands to
be more directive and have the major role in imposing restraints.
Fathers of middle class children felt that the mother and father
should have a shared responsibility, while working class fathers felt
that child rearing is the responsibility of the wife.
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Summary.

I. As socio-economic status decreases the more authoritarian and controlling
are the parents in the handling of their children.

2. As socio-economic status decreases so does the role of the father in
the rearing of the children.

Frustration

Frustration is defined as taking place ".... whenever the organism meets
a more or less insurmountable obstacle or obstruction in its route to the
satisfaction of any vital need." (Rosenzweig, 1944) The range of frustra-
tion may encompass the following: "(1) those of a passive external sort,
such as an inanimate object that stands between the individual and the
goal; (2) active external ones, such as a physical threat separating the
person from his objectives; (3) passive internal ones, usually the
individuals own inadequacies; and (4) active internal ones, in which
intrapsychic conflict results from contravalent needs." (Clark, 1951)

According to Rosenzweig, reactions to frustration may be classified as
(1) a response to threat against the particular need frustrated which is
termed need-persistence and involves some goal- directed activity; (2) a
response to threat against the personality itself which is referred to
as ego-defense; and (3) a response solely in terms of the problem itacir
which involves only an expressed awareness by the individual that he is
frustrated. With this latter type the individual is unable either to
defend his ego or to pursue the original goal. Responses of this type
are called obstacle-dominant.

Rosenzweig (1944) holds that most or all frustration is aggressive in
character and, thus, categorizes such reactions in terms of how the
aggression is handled by the frustrated individual. Aggression may be

directed toward the environment (extrapunitive response), aggressive
feelings may be turned inward by the frustrated person (intropunitive
response), or the person may attempt to gloss over the problem encountered
or minimize the importance of the frustration (impunitive response).

The importance of frustration tolerance, defined as "the capacity of the
individual to withstand frustrAtinn withnist resorting to inadequate modes
of response (Rosenzweig, 1944) is also emphasized. An adequate response
is one which is considered to be appropriate to the situation. A reaction

would be inadequate if it appeared too consistently in a person's
responses to frustration and without sufficient regard for the demands

of the environment."

Clarke (1951) points out that frustration tolerance. may be thought of as
requiring some intellectual capacity for abstract thinking as a basis for

delay of gratification.

Several sources consisting of reports of observations and more formal
investigation, although not directly related to frus.vation, provide some

clues as to the possible reactions to frustration in _110 culturally dis-

advantaged child. The effects of social class on child rearing was
investigated by Davis and Havighurst (1948). They concluded from their
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findings that child rearing practices of middle class parents actually

resulted in more frustration of impulses than do those child rearing

practices of lover class parents.

McKee and Leader (1955) conducted an investigation of the relationships

of socio-economic status and aggression to the competitive behavior of
preschool children. Competitive was defined as "behavior, the intent of
which is to excel". Although a low correlation was found between com-

petition and aggression, significantly more competition was found among

children f1%1= lower latr.4,....nt.etrinrn4 a background and instance of competition

increased with age. It was noted that aggression was more common among

the lower class children.

Davis (1944) suggests that aggressive behavior observed in the lower
class is a characteristic phase of the action-oriented behavior of

this group. He observed that "The lower classes commonly teach their

children and adolescents to strike out with fist or knife and to be

certain to hit first..."

A. more recent study by Lesser (1959) suggests that lower class children do
not accept violence indiscriminatedly. Boys were likely to accept aggression

in response to the physical aggression of another and to accept outbursts or

tantrum behavior over verbal aggressions such as tattling, lies, or verbal

threats.

Battle and Rotter (1963) studied a personality variable, external versus

internal control, in relation to children's social status and race.

This variable was related to acceptance of responsibility. Individuals
with internal control accept personal responsibility, while people with
external control attribute responsibility outside themselves. Negro and
white children from grades six and eight were studied by means of a cartoon
test and questionnaire. The investigators found that, a relationship

between control and, social class existed with middle-class children more

internally controlled than lower-class children. Also, lower-class

Negroes were more externally controlled than middle class Negroes and

whites. No sex differences in control were found.

Research related to frustration suggests the following:

1. Lower class children are more likely to attribute responsibility

for frustration to external events.

2. Lower class children are less internally controlled than middle class

children.

3. Both competitive and aggressive behavior seems to be more common

among lower class children than middle class children.
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Chapter III
TRORETICAL ORIENTATION AND HYPOTHESIS

The younger the child the more undifferentiated his intelligence.

Progressive differentiation takes place as the child becomes older.

The quality and quantity of the experiences of the child determines

the direction of the intellectual development. In a culturally dis-

advantaged environment some potential abilities may develop while

others that receive less stimulatiou will regain relatively undeveloped,

After a time the individual becomes less responsive to stimulation in

areas where minimum stimulation has taken place. To compensate for de-

prifttion and to ameliorate learning deficits associated with deprivation,

intensive in4rvention seemingly is essential. Initially successes must

be assured to build the individual's self-confidence and feelings of

worthiness, to bring about a desire or motivation to learn, and to develop

many and varied interests which hopefully will result in elevating his

level of cognitive sophistication.

While there is general agreement that the culturally disadvantaged child

needs a program designed to help him develop his potentials, new programs

have been guided primarily by recommendations of experts based on their

experiences and observations. It is the contention of this study that

future programs for the culturally disadvantaged can more adequately

meet the specific needs of these children when such needs are more pre-

cisely determined. In seeking more information about culturally disad-

vantaged children, the following hypotheses are tested:

I. Intellectual Abilities

Culturally disadvantaged children of higher potential:

A. Are deficient on measures of general intelligence.

B. Will manifest differential development of intellectual abilities.

C. Will manifest a relationship between their socio-economic status

and measured intellectual ability.

D. Will obtai4 lower intelligence quotients as chronological age

increases.

E. Of Negro racial origin will attain significantly lower scores on

measures of intelligence than will their disadvantaged Caucasian

peers.

F. Members of the male sex will attain significantly lower scores

on measures of intelligence than members of the female sex.

II. Creativity

Culturally disadvantaged children of higher poterkial:

A. Will attain higher scores on creativity as socio-economic status

increases,

B. Will manifest significantly different scores on measures of

creativity as related to racial origin.
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C. Will obtain significantly different scores on creativity measures
with respect to sex.

D. Will manifest a significant relationship between measures of
creativity and intellectual ability.

III. Psycho linguistic Abilities
^ -VA._ --VI_ 3s--A - 11-2-IL--.UlaiilLUViatiCASSMt 4111LLiKell Vi U1.6111GL pu6GuiJ.ci1i.a

A. Are markedly deficiont in psycholinguistic abilities.

B. Will manifest differential development of psycholinguistic abilities.

C. Will exhibit a significant relationship betWeen their socio-economic
status and psycholinguistic abilities.

D. Will attain different scores on tests of psycholinguistic abilities
with respect to race.

E. Will obtain significantly different scores on tests of psycholinguis-
tic abilities with respect to sex.

F. Will manifest differential relationships between measured intellectual
abilities and psycholinguistic abilities.

IV. Achievement

Culturally disadvantaged children of higher potential:

A. Are not achieving at a level commensurate with their measured intellect.

B. Will manifest higher scores on achievement tests as socio-economic
status increases.

C. Will score significantly lower in reading than in arithmetic
computation and spelling.

D. Of Negro racial origin will attain significantly lower scores on
achi,evement tests than will their Caucasian peers.

E. Will score significantly higher on achievement tests as scores on
intelligence tests increase.

F. Will manifest a relationship between measures of academic achievement
and sex.

G. Will attain. significantly higher scores' on achievement tests as
creativity scores iticieasec

H. Will fuacticn significantly lover in work study skills than in
other fundamental academic skills.



V. Social and Emotional

Culturally disadvantaged children of higher potential:

A. Will regard themselves as less favorably perceived by their peers,
teachers, and parents as socio-economic status decreases.

B. Will manifest a positive relationship between achievement and
perceived peer, teacher, and parent attitudes.

C. Will exhibit a positive relationship between creativity and perceived
peer, teacher and parent attitudes.

D. Will regard themselves as being perceived,more favorably'by peers,
teachers and parents when Caucasian children are compared with their
Negroid counterparts.

E. Will exhibit significant relationship between age and perceived
peer, teacher and parent attitudes.

F. Will show a positive relationship between intelligence and perceived
peer, teacher and parent attitudes.

G. Whose parents have more positive attitudes with respect to child
rearing practices, will achieve at a higher level.

H. Whose parents have more positive attitudes with respect to child
rearing practices will be more creative.

I. Whose parents have more positive attitudes with respect to child
rearing practices will perceive themselves as better accepted by
peers, teachers and parents.

J. Whose parents have more positive attitudes with respect to child
rearing practices will be of higher socio-economic status.

K. Whose parents have more positive attitudes with respect to child
rearing practices will be of the Caucasian race.

L. Who tend to project blame for frustration to the outside environment'
will have lower intelligence quotients; achieve leis; be lesi
creative; be of lower socio-economic status; perceive themselves
as being less well accepted by peers,' teachers and parents; be of

the Negroid race; and have'parents whose attitudes in respect to
child rearing are less positive.

IL Who tend to internalize blame for frustrations will have higher
intelligence quotients; be better achievers; be more creative;
be of higher socio-economic status; perceive themselves es better
accepted by peers, teachers, and parents; be of the Caucasian race;
and have parents whose attitudes toward child rearing are more positiire.
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N. Who tend to gloss over or deny frustrations will have lower
intelligence quotients; achieve less; be less. creative; be of
lower socio-economic status; perceive themselves as less well
accepted by peers, teachers, and parents; be of the Negroid
race; and have parents whose attitudes toward child rearing
are less positive.

0. Who react to frustration in a more conventional fashion based
on test norms; will have higher intelligence quotients; be
better achievers; be more creative_; will perceive themselves
as being better accepted by peers, teachers, and parents; be
of Caucasian race; be of higher sociorPeconomic.status, and
have parents whose attitudes with respect to child rearing
practices are more positive.

P. Who persist toward goals when confronted with frustration; will
have higher intelligence quotients; be better achievers; be more
creative; will perceive themselves as being better acCepted'by
peers, teachers, and parents; be of Causcitu race;-be of higher

socio-economic status, and have parents whose attitudes with
respect to child rearing practices are more positive.

Who are overwhelmed by a frustrating, situation will have lower
intelligence quotients; be poorer achievers; be less creative,
perceive themselves as being less well.accepted by paers,'teachers,
and parents; be of'Caucasian race;,be of higher socio-economic
status; and have parents whose attitudes with respect to child
rearing practices are less positive.

R. Who when confronted with frustration employ ego defense mechanisms
to attack themselves or others but will not persist in the solution
of problems or allow themselves to become overwhelmed by the frus-
trating situation will have lower intelligence quotients; be poor
achievers; be less creative, perceive themselves as being less well
accepted by peers, teachers and parents; be of. Caucasian race; be
of higher socic-economic status; and have.parents.whoim attitudes
with respect to child rearing practices are less positive.



Chapter IV

METHOD

Sub ects

The subjects for this investigation were drawn from grade kindergarten
through 6 of 6 elementary schools that have a high percentage of culturally
disadvantaged children. The total population of these schools were 2100.
Of these children, 1400 were culturally disadvantaged according to Warner
scale rating of father's occupatic, and condition of housing.

A total of 560 children, or the top 40 per cent of the subjects according
to scores on the California Mental Maturity, were referred for final
screening. Each of these children were administered the Stanford-Binet,
Form le-M Intelligence Scale. Since there was an obvious relationship
between the Stanford-Binet IQ, socio-economic status and racial origin
of the children, candidates were stratified by socio-economic level,
racial origin, sex, and chronological age. The top 20 per cent of the
children in each group according to intellectual ability were then selected
for placement in the project. Two-hundred and eighty children met all of
the criteria.

Since the complete gathering of data for this project was Phase I of a
larger study involving a treatment program, parental consent was requested
for inclusion in Phase II of the large study. Children were then eliminated
from Phase I of the study if parents refused to have them admitted to
Phase II of the larger study. In addition some children moved from the
community. As a result of the above factors, the number was reduced to 232.

An initial analysis of the characteristics of the subjects indicated that
there was a significant positive relationship between grade placement and
socio-economic status. Evaluation of the relationship revealed that
through some sampling artifact or unidentified trend in the total population,
the proportions of upper-lower to lower-lower children in the upper grades
was larger than the comparable proportion in the lower grades. A smoothed
proportionate random sample of subjects was subsequently selected to con-
trol for this factor. Two hundred and three subjects constituted the pro-
portionate sample.

*Characteristics of Subjects

The subjects are described in terms of ages, grade placement, race, sex,
socio-economic status, and intelligence. This information is summarized
in Table I.

The chronological ages of the subjects ranged from 5 years, 7 months to
12 years* 11 months. These children were enrolled in kindergarten through
grade 6. The proportionate sample consisted of 118 (58.1%) Negro children
and 85 (41.9%) white children. One hundred and two females (50.3%) and
one hundred and one males (49.7%) comprise the sample. The distribution
of males and females was essentially even.

The index of socio-economic statue was determined by rating the father's
occupation and dwelling type according to the Warner Scales (1949).
Weighted scores were obtained by determining the classification of family
dwelling and father's occupation and multiplying by 3 and 4 respectively.

.29.



A
g
e
 
R
a
n
g
e

5
 
y
r
s
.
,
 
7
 
n
o
s
.

t
o

1
2
 
y
r
s
.
,
 
1
0
 
m
o
s

T
A

B
L

E
 I

C
H
A
R
A
C
T
E
R
I
S
T
I
C
S
 
O
F
 
S
U
B
J
E
C
T
S

al
=

=
=

=
=

=
R
a
c
e

S
e
x

S
o
c
i
o
-
E
c
o
n
o
p
l
a
 
S
t
a
t
u
s

G
r
a
d
e

P
l
a
c
e
m
e
n
t

U
p
p
e
r

L
o
w
e
r

L
o
w
e
r

L
o
w
e
r

k
i
n
d
e
r
g
a
r
t
e
n

t
h
r
u

s
i
x
,
 
i
n
c
.

*
V
 
m
 
V
e
r
b
a
l
 
I
Q

P
 
0
 
P
e
r
f
o
r
m
a
n
c
e
 
I
Q

F
S
 
=
 
F
u
l
l
 
S
c
a
l
e
 
I
Q

85

M
e
a
n

B
i
r
i
e
t

I
.
Q
.

1
1
3

M
e
a
n
 
W
I
S
C

I
.
O
.

P
F
S

1
0
8

1
0
7

1
0
8



Children coming from families that obtained weighted total scores tAa8ing

from 35 - 42 were considered for purposes of this study to be of upper-

lower socio-economic status, and children from families whose weighted

total was 43 - 49 were placed in the lower-lower group with respect to

socio-economic status.

According to this method, 120 (59.17.) of the subjects fell in the

upper-lower socio-economic status and 83 (40 97.) in the lower-lower.

The mean intelligence quotient of the total sample. as measured by the
Stardilvd-Biriet was 114. Thus the mean I0 of the group on this instrument

falls in the high average range of intellectual ability when compared

with norms derived from the general population. The average intelligence

quotients of the total sample as measured by the WISC were 108 on the

Verbal Scale, 107 on the Performance Scale, with a Full Scale IQ of 108.

Thus the mean 1Q8 on the WISC scales fall within the average range of

intellectual ability according to norms derived from the general population.

The following characteristics of subject's are based on a random sample of
approximately half (N = 98) of the proportionate sample population.

Information relative to the occupation of the father and of the mother in
the upper-lower and in the lower-lower socio-economic levels and according
to race is presented in Tables II and III. Information on the fathers'

occupations .is presented in Table II.

Of the 79 fathers included in the sample (see footnote, Table II, regarding
fathers not included), 67 per cent (53) had occupations that placed them in

the upper-lower socio-economic status; of these, ,43 per cent (34) were

white and 24 per cent (19) were Negro. The number of white fathers who
were in the upper-lower socio-economic classification was almost twice
that of the Negro even though the total number of Negroes in the sample
was 41 while the number of white fathers was 38, making the distribution
according to race essentially the same.

Only 5 per cent (4) white fathers were classified as lower-lower
socio-economic status while 28 per cent (22) of the Negro fathers fell in
this classificaticii. The one single job classification that had the

largest number was that of skilled laborer--25 per (20). Seven of
these were Negroes and 13 were white.

Data on the. mothers '. occupations is presented /n.. Table- In. Of the 95
mothers included in the sample (see footnote, Table III, regarding mothers
not included) 57 per cent (55) had occupationa.that placed them in the

upper-lower socio-economic status; of these, 40 per cent (38) were white

and 18 per cent (17) were Negro. As was true of white fathers'

occupations, there were approximately two times-as-many -white mothers

as Negro mothers in the upper-lower 'classification.

Forty-four per cent (42) of the entire- samplewere..houeewives. -

noted that 19 per cent (18) of the females were white housewives in the

upper-lower classification and only 3 per cent (3) were white females in

the lower-lower classification. Eighteen per cent (17) were Negro house-

wives is the lower-lower socio-economic..c.lassification and only 3 per cent

(3) .of.-the_females were liegro houseWives in the upper,: r` classification.
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The next highest per cent of occupations among the female sample was food
service. Of these, 11 per cent (11) of the total females were
'white and in the upper-lower socio - economic category. No white females

were employed in food service,in the lower-lower classification. Five

per cent (5) of the total number of females were Negroes of upper-lower
socio-economic status and were- employed in food service while 11 per cent

(11) of the females were Negroes in the lower-lower socio-economic
classification and employed in food service. Thus, a total of 28 per cent

(28) of both Negro and white females in the upper-lower and lower-lower
socio-economic status were in food service occupations.

Table IV presents data on thilamily income. As shown in the table, the

median income of the sample of families is $5465, the mean being $5551.
The upper-lower white families have a median income of $6300 with a mean

income of $6394, and the Negroes in this same socio-economic classification
have a median income of $6080 and a mean income of $5934. (Table IV next page)

It should be notlid that the lower-lower white population has a median

income of $550( and a mean income of $5375, while the Negroes in this same

classification have a median income of $3855 with a mean income of $4506.

Sixty-three of the 98 families have incomes of $5000 and above. Of these

63 families, information on the source of income indicates that 52 per cent
(33) have dual incomes (both parents are working).

Approximately 30 per cent (30) of this random sample of families have
incomes below $4000.

In interpreting the incomes of the culturally disadvantaged families in

this study, it might-be pertinent to state that the average effective
buying income, as of 1963, inLthe City of Champaign was $9651 per house-
hold according to figures reported in the June 10, 1964 issue of Sales

Management.

Information relative to family structure is given in Table V.

Race
and
SES

Upper
White

Upper
Negro

Lower
White

Lower
Negro

Total

TABLE V

FOIILY STRUCTURE

Foster Relatives Paternal Mother Maternal Mother and Total

Parents Only Extended Only Extended Father

5 (5) 4(4) 30 (29) 39 (38)

1(1) 1(1) 2(2) 15(15) 19(19)

4 (4) 4 (4)

1(1) 1(1) 1(1) 12(12) 3(3) 19(19) 38(37)

2(2) 1(1) 2(2) 19(19) 7(7) 69(67) 100(00
,..-:1:1411LII

.34.
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Of the 98 random sample of families analyzed in this study, 69 per cent
(67) had both mothers and fathers in the home; equal numbers of whites

and Negroes were represented. Nineteen per cent (19) had mothers only

in the family; only 2 per cent (2) were foster parents; only 1 per cent
(1) lived with relatives only; 2 per cent (2) had paternal extended and
7 per cent t7) had maternal extended family situations.

Data on source of income of the families are summarized in Table VI.

Race and Pu b1 is

SES Total

Upper 39(38) 39(38)
White

TABLE VI

SOURer AF THenYR

4111111111111111M

Upper 19(19) 19(19)
Negro

Lower
white

2(2) 2(2) 4(4)

Lower
10(10) 2(2) 26(25) 38(37)

Negro

Total 12(12) 2(2) 86(84) 100-(98)

Of the sample Anclitded in this study, 86 per cent (86) were employed and
14 per cent (14) were unemployed, either drawing public assistance or
retired. Of*he 344 unemployed or on public assistance, 12 were Negro
and 2 were w*.e. Among the unemployed, 2 of the Negroes were retired.
There were no:Aintiployed among the upper white or upper Negro.

It should be iloted that among the employed, 19 per cent (19) of the

total are Negto ald of upper-lower socio-economic status, and approximately
double that nmWbet 39 per cent (38) are white in this same classifi-

cation. Only-4s par cent (4) of the total were white and of lowr-lower
socio-economic641assification while 38 per cent (37) the Negroes fall

in this sociclecosomic classification.

Table VII sumperiaes data on family workers.

.36.



TABLE VII

FAMILY WORKERS

Race and
sEs

Upper
White

Upper
Negro

Lower
White

Dower
Negro

None Mother

9(9)

LPA iLIA%L,

8 (8)

Mother &
rather Father

10(10)

10111101%
Xdrot.i.4,

10(10)

Total 12(12) 19(19) 34(33)

19(19)

Val

2(2)

80)

35(34)

Total

39(38)

ei At
.1.7%.1.7/

4(4)

38(37)

100 (98)

It should be observed that of the sample of 98 families, 34 per cent (33)
have dual incomes. In 35 per cent (34) of the families the father is the
sole worker while in 19 per cent (19) of the total families the mother is
the only worker. Among those with dual :-qcomes, 65 per cent are from
the upper-lower level of socio-economic status and 35 per, cent are from
the lower -lower socio-economic level. Among the 42 families that are
classified as lower-lower socio-economic level, 29 per cent (12) have no
member of the famfly working.

Data on the fathers' and mothers' education ate summarized in Tables VIII
and IX. Educational data on the fathers are presented in Table VIII.

The mean grade completed by the white fathers of the upper-lower socio-
economic classification was 10.6, while the median wr's 12.1. The Negro
fathetz, in this classification completed a mean number of 9.9 years and,a
median of 10.4.

In the lower-lower socio-economic classification the white fathers
completed a mean number of 9.8 yew . of school and a median of 10. The
Negro fathers in this classificatk completed a mean number of years of
school of 8.6 and a median of 9.0. An inspection of Table VIII reveals
that of the total sample, the mean number of years of school is 9.9 and
the median is.10.7. If one looks at the range of years of schooling,
however, it will be found that there are 10 of the 88 fathers who did not
go beyond the sixth grade. There are 29 per cent (6) of the fathers who
had an eighth grade education or lower. Of the total sample, 30 per cent
(29) graduated from high school and 4 per cent went on to school beyond
the high school level.

Data on the educational level of the mothers are summarized in Table IX.

The mean grade completed by the white mothers of the upper-lower socio-
economic classification was 11.8 with a median of 12.2. The Negro mothers
in this classification completed a mean number of 10.7 years of school
with a median of 12.0.

.37.
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r.

In the lower-lower socio-economic classification the white mothers

completed a mean number of years of school of 10.0 with a median of 10.5.

The Negro mothers in this classification completed a mean number of 9.8

years of school with a median of 10.4.

When the total sample is considered, the mean number of years of schooling

is 10.5 and the median is 11.4. When data included in Table VIII and

Table IX are compared, it should be noted that mothers completed more

yeara of scho-1 than cathave.

Measurement Instruments

The 1960 Stanford-Binet Intelligence Test, Wechsler Intelligence Scale,
for Children, and Primary Mental Abilities Tests were used to assess the
intellectual functioning of the subjects involved in this study., These
three measures were administered to assess the subjects' intellectual
functioning and to facilitate identification of strengths andweaknesses
both with respect to individuals and to the group as a whole.

Psycholinguistic abilities were measured using the experimental addition
of the Illinois Test of Psycholinguistic Abilities (McCarthy" and,Nirk, 1961).

Although the probability of a ceiling effect with the older children was
recognized, the test was, nevertheless, administered to all.subjects to
enable the identification of weaknesses that night occur
regardless of the age of the subject. This procedure provides the
basis of comparison of psycholinguistic attainments of the general
population as represented by the test norm group and culturally disadvantaged
children of high potential. /nterscale comparisons could also be wide, if
warranted, at all age levels to delineate individual and/or group psydho-
linguistic assets or deficits. It was, in fact, determined that because
of the ceiling effect, a statistical analysis was nost feasible only with
those scores obtained by first grade subjects.

Appropriate levels of the Stanford Achievement Tests and Iowa Tests of
Basic Skills were administered to determine achievement levels of the
subjects in the various academic areas. The Stanford Achievement Test
battery was administered to all subjects with the exceptian, of thelinder-
garten pupils, and the Iowa Tests of Basic Skills werestven to'subjedts-

in grades four, five, and six. Individual subtexts were analyzed only

for that portion of the total group under study-for which they were
appropriate on the basis of grade placement. Hence, ihentiber of
children included in the statistical treatment of the achievement tests
and subtests will vary according to appropriateness as deterninecl'by

grade placement.

A test of creativity (unpublished) devised by Torrance and adaptedloi
the Demonstration Project for Gifted Youth (Urbana, Illinois, 1963) was

used in an attempt to assess the development of those constructs believed

important to "creative" thinking. Scores on this instrument provide

quaWtative measures of Fluency, Elaborateness, Originality, and

.....=0.



To determine the child's perception of his parepts' attitudes, a

simplified form of the Perceived Parent Attitude Scale (Ausubel, 1954)

WAS administered. A scale to measure the child's perception of teacher

attitudes was also given. The Perceived Teacher Attitude Scale was

derived from Amsubel's Parent Attitude Scale, with appropriate changes

and modifications. To determine the subjects' perceptions regarding peer

acceptance-rejection, fifty items sampling this area were selected from

the California Test of Personality. After appropriate modifications and

changes to guard against response set, these fifty items were arranged

serially in a Perceived Peer Relationship Scale.

The Parental Attitudes Research Instrument (PARI) (Schaefer and Bell, 1955)

was administered to the mothers and fathers of the children in this study

to obtain information en parent attitudes. The 110 items, according to an

analysis made by Zuckerman, Barrett, MOnashicin, and Norton (1958), measure

three vectors of parent attitudes: Authoritarian-Control, Hostile-Rejecting,

and Democratic.

As a means of assessing the subjects' reaction to frustration, the

Children's Form of the Rodenzweig Picture Frustration Study was utilized.

Scores obtained from this test are classified in accordance to direction

of.aggressian (Extra punitiveness, Intro - punitiveness, and Impunitiveness)

and reaction type (Obstacle-Dominance, Ego-Defense, and Need-Persistance).

Qualitative clinical data were obtained from each subject by use of a

sentence completion test and structured interview. Other persOnality

instruments were administered as needed at the discretion. of the

examining psychologist. These data were utilized in the case studies.

All of the above instruments were administered to each subject with the

following exceptions: no achievement tests were administered to those

children who hid just completed kindergarten the previous year and, as

noted earlier, certain of the achievement tests and subtests were omitted

because, by virtue of test construction, they were inappropriate for

certain grade level groups included in the study. With the exception of

the Illinois Test of Psycho)inguistic Abilities, no ceiling effect was

evident 'on any of the instruments used in this study. All tests were

administered by school psychologists except for the Iowa Tests of Basic

Skills which were administered by teachers as part of the regular school

testing program. Standardized instructions as described in available test

manuals were followed to insure uniformity in administering and scoring

the instruments. Measuring instruments were read aloud to the subjects and

responses recorded by the examiner when necessary to facilitate comprehension

by younger subjects.

Since items on the Perceived Parent Attitudes Scale, Perceived Teacher

Attitudes Scale, and the Perceived Peer Relationships Scale had been

arranged so as to guard against response set errors; the value given to

subjects' responses to the negative items was reversed. All responses

on these two scales were then weighted so that a high score could be

interpreted as indicating greater perceived parental acceptance and intrinsic

valuation, high perceived teacher acceptance and intrinsic valuation, or

high perceived peer acceptance as appropriate.

.41.



Data Analma

A variety of statistical procedures were used to analyze the data. Maio
references for the procedures are LindgUiii (1953) and Walker and
Lev (1953). When appropriate, the necessary assumptions Underlying
each statistical teatment were taken into Consideration during the'
analysis. For the purpose of consistency and,ciarity, the .05 level
of significance Wiwadopted and' has been reported .throughout, even
though in many instances differences were significant well beyond the
,001 AeonAtng to th(a preingAtirre A11 atntomanfa wh4nh 4,1,44^Ata

statistically significant findings should be understood as meaning
beyond the .us level of confidence.



Chapter V

RESULTS

In order to facilitate the comprehensive interpretation :4 the analysts,
the statistical findings are organized into five general areas: Intellectual
Abilities, Creativity, Psycho linguistic Abilities, Academic Attainment,
and Social and Emotional Factors.

Intellectual Abilities

_A comparison of the obtained mean scores on the Stanford-Binet (SE)
and on -the Wechsler Intelligence Scale for Children (VISO of the
prOportiontite sample of subjects with the scores expected from individuals
in the top -20 per cent of the general populationl, based on the normal_
curve and the standardization population for each scale, is smilmarized- in
Table -10..

.

As can be seen in Table 10, the obtained mean scores were all -significantly
below (p-,,4; .05); the scores expected from the top 20--per-cent
standardization population. Thus, the scores on the Stanford-Binet and
WISC obtained by the --culturally disadvantaged children,in- this ,project

= differ significantly from the children in the upper 20- per cent o.f the

merely,
Although these and similar 'findings in this study may

merely suppOrt- findings that are generally accepted in the literature,-, it
was:-- deemed important to include the results so that coMP4i0o4S:Miglit'-be-t,
made Witiother 'studies and the effects within the top -go per cent Of.the

mightpopulation be better. underStood.

When the (UL) and lower-lower (LL) socio- economic groUps_are
considered- as separate sub-groupings, the UL group attained a mean :Stan--
ford-Binet'A of 116.46 and the LL group attained a mean Stanford - Binet
IQ score of 108.75.

These obtained scores indicate that the two groups differ significantly
(t a 5.39)- in terms of 3 -B IQ. From these findings it can also be seen
that the lower the socio-economic level, the lower the scores" attained
On the Stanford-Binet.

A summary of the analysis of variance2 of the WISC subtest scores for
the UL and LL SES groups is reported' in Table 11.

As with the Stanford-Binet, the mean WISC subtest sealed scores' of the
UL group were significantly higher (1 18.74) than those of the LL group.
Furthermore, the mean scaled scores of the subtedts were

1. Derivation of expected mean score, and standard deviation provided ,in
personal communication with Ledyard Tucker, Univessity of Illinois
(See Table X).

(Lindquist (1953) Type I design, p 266f.
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significantly different from each other!. The means and variances for
the WISC subtest scaloa OCOVOR Pr44 reported in Table 12. Since there
was no interaction, it could be assumed that Or.o cliffewences between

the subtests did not vary with socio-economic level. Consequently, the
significance of the difference between each of the WISC subtests means
for the proportionate group was determined and is reported in Table 12.

From Table 13 it can be seen that the Similarities mean scaled score is
significantly larger than all other subtests. Arithmetic and Picture
Attaugement ua different from etieh other 1--xut. they are sigriifieauttly
larger than Comprehension, Vocabulary, Object Assembly, Block Design, and
Picture Completion. On the other hand, the lowest mean scores were in
Object Assembly and Block Design which were significantly -lower than
Coding, Information, Picture Completion, Picture Arrangement, Arithmetic
and Similarities. Vocabulary was significantly lower than all.the latter
scales except Comprehension. In. general, then, culturally disadvantaged,

children of high potential performed highest in the -Similarities aria and,
to a lesser extent, in Arithmetic and Picture Arrangement while their per-
formance was poorest in Block Deiign and Object- Assembly and, to- a lesser

extent, in Vocabulary.

A statistical summary of the analysis of variance1 of the Primary Mental
Abilities MA scores and the socio-economic status of the subjects is
reported in Table 14. SitiCe the PHA tests have different =forums for

different age levels, only the results for PHA Mk scores for children
who were 7 to 11 years of age and in grades 3 - 6 are reported in Table 14.

-

TABLE XIV

ANALYSIS OF THE RELATIONSHIP BETWEEN PRIMARY MENTAL ABILITIES MA SCORES
AND SOCIO-ECONOMIC STATUS FOR CHILDREN IN GRADES 3 - 6

SoUrce df SS

Between Subjects 131 1351.86

,Between SES Groups (B) 1 43.77 43.77

Error (b) 130 1308.09 10,06

Within Subjects. 528 1218.90
PHA Subtests (A) 4 73.08 18.27

SESX Subtests (AB) 4 12.95 3,24

Error (w) 520 1132.87 2.18

Total

4.35*'"

8.38*

1.49

4=1110.1111.1=0111=11.11MI.MI.MIN..........%11.111.almon.111.31111weleamlowl,4011111.1M.F.

659 2570.76

*Significant beyond .05 level.

1. Lindquist (1953), Type 1, p 266f.

.46.
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From the analysis it in apparent that there is a significant difference

(F = 4.35) between the two socio- economic groups with regard to their

intellectual functicaing as measured by the Primary Abilities Test.

Evaluation of the subtest means indicates that the LL group's HA scores

are lower than those of the 111. group.

Differences between subtests are also significant (F = 8.38). Since there

is no significant interaction (F = 1.49) between socio-economic status

and 11MA subtests, it can be assumed that although the two subgroups differ

simificantly from each others the differences are consistent from subtest

to subtest and the scores for the subgroups.can be grouped for additional

evaluation.

The differences between PM subtest MA scores are summarized in Table 15.

TABLE XV

COMPARISON OF PRIMARY MENTAL ABILITIES SITSTESTS MEANS MA SCORES

(N = 132)

Verb. Mean Space Reas. PercSpd.

Mean cores 10.94 9.89 10.43 10.47

Space 1.05*

Reas. .51* -.54*

Pere. Spci. .47* -.58* -.04

Number .50* -.55* -.01 3

Significant beyond .05 level
(Critical d .18)

Number.
10.44-

,

N=00.1111111111111M111111.01111.11.111EAMIIIIIIION1110111110

Verbal Meaning is the one area where the subjects clearly Enaction beift-,

on the PMA test. Space is just es clearly the weakest area of,functiOhinv

on the DA. Since there are no significant differences between ttesonings,

perceptutil speed, or numbers, these apparently develop at a similar mite-.

In summary, culturally disadvantaged children of high potential, fuvL,Aion

best in the areas of Verbal Meaning and next best in the areas-of Reasortitg,

Perceptual Speed and Numbers. They do less well in the Spatial area.

If mental age on the Stanford-Binet is considered to represent "OnCraP

intellectual development, then discrepancies between the .Stanford-tftet

mental age aud other aspects of intel lectual functioning should prOvtde

information t1.14:.t will lead to a greater understanding of the_ittel1e0Atal

functioning of tillturally disadvantaged children of high potential.'

-

A comparison of the relationships between PMA mental age scores and the

Stanford-Binet mental age scores are presented in Table 16 and Graph 1.

.49.



TABLE XVI

COMPARISON OF BINET MA WITH PMA SUBTESTS MA
(N = 132)

Verbal Space Reas. Perc.Spd. Number

Binet Mean MA 30.99 10.99 10.99 10.99 10.99

PMA Mean Age Score 10.94 9.89 10.43 10.47 10.44

DIM -.05 -1610 -.56 -,52 -.55

e2 Binet

s2 PMA

4:3,

3,31

4.37

3.12

4.37

3,29

4.37

5.69

4.37

4.47

-.21 4.62* 2.33* 1.90 2.13*

*Significant beyond .05 level
(t = 1.98 - two tailed)

Graph 1

GRAPHIC COMPARISON OF MEAN STANFORD BINET MENTAL AGE AND PHA

SUBTESTS MA SCORES
(NI= 132)

Mental Verbal Pere.

Age S-B Mearka..Space_

11.0

10.5

10.0

9.5

Mean 10.99 10.94 9.89 10.43 10.47 10.44

It can be observed in Table 16 that the mean PMA Verbal and Stanford-Binet

NA scores do not differ significantly. The mental age growth of theie

children as measured by the Stanford-Binet is sitaificantly greater than

their growth in the areas of Space, Reasoning and Number as measured by the

Subtests of the PMA. Although some of these differences may be attributed

to possible differences between norm population, regression in effect, and

similar biasing factors, the findings may be significant enough to consider

when planning_ new programs. Furthermore, future investigations may indicate

that there is a significant difference between perceptual speed and Binet

MA, a finding which may be masked in the present study by the large variance

associated with perceptual speed.
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Creativity

A summary of the analysis of variance of differences between creativity
subtests and socio-economic levels is reported in Table XVII. Since the

raw scores on the creativity tests are not directly comparable, the raw

scores were changed to standard scores with a unit normal distribution.

TABLE XVII

ANALYSIS OF VARIANCE OF CREATIVITY SUBTEST STANDARD SCORES
AND SOCIO- ECONOMIC LEVEL OF TOTAL GROUP

,111.-=1MNINalr

Source df 88 ms F
AIMMINI

Between Su Jects 195 656.99 3.37

Between SES
Groups (B) 1 6.53 6.53 1.95

Error (b) 194 650.46 3.35

41111INNIN

Within Subjects 588 216.16
Subscales (A) 3 .57 .19 .05

Subscales X Gps (AB) 3 .09 .03 .08

Error (w) 582 215.50 .37

1.11MIAONAMMal.046141.04.

Total 783 873.15

As can be seen from the results in Table XVII, tU scores attained by the 01.
socio-economic group were not significantly different (F = 1.95) from the
scores attained by the LL socio-economic group on any of the creativity tests.
Also, there was no significant interaction (F = .08). Thus it appears that

the two groupsdid not differ qualitatively. Since the scores bad to be normal-

ized and since there are no national norms, no statements can be made as to
whether or not the group as a whole was belw national, norms on one, some, or all
of the subtests.

Aa analysis of each of the subscales is presented in Tables XVIII through XXI (2).
Since most previous studies with this creativity test have been conducted using
raw scores, this analysis is provided for comparative purposes.

The results of an analysis of possible difference in the fluency of thought of
the UL and LL socioeconomic groups is reported in Table XVIII.
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TABLE XVIII

ANALYSIS OE VARIANCE OF FLUENCY Val SCORES
OF THE UPPER Lang, AND LOWER -LOWER SOCIO ECONOMIC GROUPS

NmE/111=1/111MMINOWNXIMIN=MBINIIMI1IMMISP

Source df

,70140' 1.01111.31M.MMUNOMMui

SA

SES

Frrear lva),

Total

1

233

234

1,076.84

138:597.35

139,674.20

1,076.84

594.84

1.81

(p).20)

As can be seen from the result: of the analysis of variance, there is no signi-

ficant difference between the two groups in fluency.

An additional analysis, however, indicates that there is a significant difference

by grade level in fluency of thought.. The results of this analysis are reported

in tables EVIIII(OlmaXTIII (b).

TABLE XVIII (a)

ANALYSIS OF VARIANCE OF FLUENCY RAW SCORES
BY

GRADE LEVEL

Source df ea EMS

Grade

Error (w)

Total

6

228

234

41,212.79

97,374.40

139,674.20

6878.80

427.08

16.11*

Atom, limmilmwilleemerwalirsossi Aawalesiss

*Sign beyond the .05 level.



TABLE XVIII (b)

DIFFERENCES BETWEEN MEAN FLUENCY RAW SCORES

BY
GRADE LEVEL

Grades lc N
82

K 32:20 35 297.52

1 43.88 41 437.86

2 48.13 39 506.90

3 47.92 25 436.99

4 56.88 33 274.55

5 66.91 34 441.36

6 75.54 28 654.55

I

t
1

2,45*

.92

.21

1.63

1.84*

1.59

1. Additional tests yield the following pattern of significant difference

between mean scores by grade levels. Grade K ( (Grade 1 = Grade 2 =

Grade 3) ( (Grade 5 = Grade 6) Grade K (Grade 2 = Grade 3 = Grade 4)

, (Grade 5 r- Grade 6) Grade 1 ( Grade 4
*Beyond .05 level

As can be seen.from Table XVIII (6) the greatest difference occurred between

kindergarteA and grade one and between grades four and five. A graphic portrayal

of these findings is presented in Grriph 2.

Graph 2

GRAPH OF MEAN FLUENCY SCORES ACCORDING TO GRADE LEVEL

70

60

50

40

30

Grade K

70

60

50

40

30

2 3

Interpretation of Graph 2 suggests that there is a general increase in fluency
of thought with grade placement, although a plateau is noted at grades 2 and 3.
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The results of an analysis of possible difference in the elaborateness of

thought of the UL and LL socioeconomic groups is reported in Table XIX.

TABLE XIX

ANALYSIS OF VARIANCE OF ELABORATENESS RAW SCORES

OF THE

UPPER-LOWER AND Lana-Lowra. SOCIOECONOMIC GROUPS

WININ.IMMEaWM
..1MamoNIMONNIEre7111MIN=MIONNONIONMINMINIMID

df SS MS

11111MONOMM01111.10.

SES

Error (w)

Total

`01011.11MICNIIMMENIPIMMMOMP.M.,

I 4,530.08

233 171,009.09

234 175,539.18

AIINIMM4...1111.111111MOMMINNINI0111111111M1111111.

4,530.08 6.172*

733.94

Significant beyond .C5 level.

As can be seen from Table XIX their was a significant difference between the

elaborateness of thought when the scores for the UL group were compared with

the scores f-Jr. the LL group.

An additional analysis of the elaborateness scores by grade level was made and

the results are reported in Table XIX (a).

TABLE XIX (a)

ANALYSIS OF VARIANCE OF ELABORATENESS RAW SCORES

BY
GRADE LEVEL

1MNIIMMMIIMINAMENOIN, 11111.10MMILMEMINtapP..,
*ryft`21111111111

1111M11410111MMINMINNIIIMIWROMMIII .110111111MMISMINIMI

Source df SS MS F

*Significant beyond the .05 level.

Grades 6

Error 228

Total 234

14,391.45

160,147.73

174,539.17

2398.57

702.40

mommmmmmmilimmommommammmm.mmilm

3.41*

As can be seen from Table XIX (A) there are significant differences in

elaborateness scores between grade levels.

An additional analysis of differenc,. between elaborateness scores is presented

in Table XIX (I).



TABLE XX (a)

ANALYSIS OF VARIANCE OF ORIGINALITY RAU SCORES
BY

GRADE LEVEL

all
Snurep (If SS MS p

Grades 6 17,677.35 2,946.22 14.81*

(p).001)
Error 228 45,350.38 198.91

Total 234 63,027.73

Beyond the .05 level.

TABLE XX ( t)

DIFFERENCES BETWEEN MAN ORIGINALITY RAW SCORES
BY

GRADE LEVEL

OM'

Grades

K

1

2

3

4.

6

....MNOa=ri11011a.luilmirs..0
rc N s2

ti

AIMI110.11.1a.

17.49 35 205.96

22.71 41 150.61

28.72 39 247.42

29.24 25 148.11

31.00 33 143.94

39.85 34 209.89

45.36 28 290.16

JINIMPIMPINID

1.61

1.91*

.31

.47

2.57*

1..53*

1. Additional t tests yield the following pattern of significant differences
between mean scores by grade levels. (Grade K = Grade 1) (Grade 2
Grade 3 = Grade 4) (Grade 6 me Grade 7)

*Beyond .05 level.
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GRAPH 3

GRAM OF MEAN ELABORATENESS SCORES
BY

GRADE LEVEL

70

60

50

40

From Graph 3 it can be seen that the scores increased from kindergarten
through 3, peaked at grade 3, and then fell back to a plateau through grades
4, 5 and 6. Differences between the pattern of scores on the elaborateness
scales and the other creativity scales are considered in the discussion section.

The results of the analysis of a possible difference in the originality of
thought of the UL and LL subgroups is discussed in Table XX.

TABLE XX

ANALYSIS OF VARIANCE OF ORIGINALITY RAW SCORES
OF THE UPPER-LOWER AND LOWER-LOWER

SOCIO-ECONOMIC GROUPS

Source
Amu*

df SS MS

SES 1 272.84 272.84 1.01

Error (w) 233 62,754.88 269.33 p <.20

Total 234 63,027.73

11...MNIO

As can be seen from the results of the analysis of variance there is, no differ-
ence between the two groups in originality.

The results of an analysis of originality raw scores by grade level is reported
in Table XX (a).

As can be seen from the analysis of variance there is a significant: difference
in the originality scores by grade level.

Further analysis of the originality score by grade level is reported in Table
XX (b)

.56.



TABLE XX (a)

ANALYSIS OF VARIANCE OF ORIGINALITY gal SCORES
BY

GRADE LEVEL

=-----
Source! elf RS MS F

-........

Grades

Error

Total

6

228

234

17,677.35

45,350.38

63,027.73

2,946.22

198.91

14.81*

(p).001)

Beyond the .05 level.

TABLE XX (b)

DIFFERENCES BETWEEN MEAN ORIGINALITY RAW SCORES
BY

GRADE LEVEL

Grades TE

K

1

2

3

4

5

6

N s2

17.49 35 205.96

22.71 41 150.61

28.72 39 247.42

29.24 25 148.11

31.00 33 143.94

39.85 34 209.89

45.36 28 290.16

t 1

=1.1.1.1111.101IIIMIII

1.61

1.91*

.31

.47

2.57*

1.53*

1. Additional t tests yield the following pattern of significant differences
between mean scores by grade levels. (Grade K mg Grade 1) (Grade 2
Grade 3 = Grade 4) (Grade 6 = Grade 7)

*Beyond .05 level.
-7.
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From Table XX (b) it can be seen that there is a significant diffarence in
originality scores between grades 1 and 2, 4 and 5, and 5 and 6.

A graphic portrayal of the change in originality scores by grade level is
presented in Graph 4.

50

40

30

20

10
Grade

GRAPH 4

aFAPts OF WAN rtpyrktrry arnpvc Aernpnitrn

TO GRADE LEVEL

50

40

30

20

10

2 3 6

From Graph 4 it can be seen that there is growth in originality in grades K
through 2 and 4, through 6 with a plateau occurring in grades 2 thtough 4.

Possible differences in the flexibility of thought of the UL and LL, SES
groups were evaluated and the findings reported in Table XXI.

TABLE XXI

ANALYSIS OF VARIANCE OF FLEXIBILITY RAW SCORES
OF THE UPPER-LOWER AND LOWER:10M

SOCIO-ECONOMIC GROUPS

1111

S cource df SS

SES

Error (w)

Total

1

233

234

96.77

19,677.91

19,774.68

96.77

84.45

The findings indicate that there were no significant differences between the
UL and LL groups in originality.

An analysis of the flexibility score by grade level is reported in Table XXI (a).



TABLE XXI (a)

ANALYSIS OF VARIANCE OF FLEXIBILITY RAW SCORES
BY

GRADE LEVEL

VMMIAMIN.MASGOIRIIN

Scource df SS MS F

Grades 6 8,192.78 1365.46 26.85*
(P .001)Error (w) 22S 11,585.90 50.82

Total 2.4 19,778.68

*Beyond the .05 level.

This analysis indicates that there is a significant difference in the flexibility
scores by grade level.

Difference between mean flexibility scores by grade level are reported in Table
XXI (b).

TABLE XXI (b)

DIFFERENCES BETWEEN MEAN FLEXIBILITY RAW SCORES
BY GRADE LEVEL

Grade N

12.23 35 34.77

2.65
1 16.56 41 46.55

2.202 20.08 39 65.92

.99
3 21.89 25 53.94

.424 22.40 33 43.37

2.89*5 27.41 34 46.92

2.34*6 31.67 28 66.89

1. Additional t test yield the following pattern of significant differences
between mean scores by grade level.
Grade 2 Grade 4: Grade 3 te Grade 4: Grade 4 <Grade 5:
Grade I: (Grade 1 <(Grade2=Grade 3) Grade 5 (Grade 6.



A graphic portrayal of flexibility scores is presented in Graph 5.

GRAPH 5

GRAPH OF MEAN FLEXTUUTY SCORES
BY

GRADE LEVEL

35 35
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From the Table it can be seen that there are significant differences between
grades K and 1, 1 and 2, 4 and 5 and 5 and 6. The familiar pattern of a
plateau in grades 2, 3 and 4 with growths in K through 2 and 4 through 6 can
be seen in Graph 5.

Although no differences were found between SES groups on the creativity measures,
the relationships between creativity and other variables provide some infor-
mation about the functioning of culturally disadvantaged children of higher
potential..

A correlation matrix, which describes the relationship between creativity and
other variances is contained in Table XXII through XXII (f).

From the Table it can be seen that there is no significant relationship between
creativity and sex, Taco, or Binet IQ. On the other hand significant relation-
ships between creativity scores and such variables as grade, CA, WISC Verbal
IQ, WISC Performance IQ, WISC Total IQ, various WISC subtests, and various
achievement subtests. Persual of the matrix suggests that the relationships
between the creativity subtests and the other variables are differential in
nature. A detailed exposition of these relationships will be presented in the
Discussion section. Care should be utilized in reading the table because the
correlations are not always based on the same population. For example, the re-
lationships between creativity and achievement will vary with the achievement
subtest because the form and level of the achievement subtests dictated that
they be given only to pupils who met specific criteria as to grade placement,
etc. For a discussion of the population underlying each subtest see the
description of instruments in the Method section. All relationships indicated
as significant in the matrix are, of course, determined to be significant
according to the size of the underlying subject population.
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TABLE XXII *(f) :

__.Underlined correlations significant beyond .05 level

1. Race r = Negto higher; -r = white higher)

2. SES Wtd. Total (-1- r means Law SES higher;

- r means High SES higher)

3. These variables are for children in grades 1-6 (only)

4. These variables are for children in grades 2-6 (only)

5. These'variables are for children in grades 4-6 (only)
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The ITPA was administered to all subjects in the study and these results
were used in the individual case studies, however, many of the subjects at
the upper grade levels scored near or at the ceiling on one or more of the
subscales. Consequently, it was decided to use only the kindergarten age
group as the subject population in this analysis. The 36 children who
formed the subgroup for the analysis were tested during the summer after
they completed kindergarten or just after entering school in the fail.

The results of the comparison of the ITPA subscale Language Age (Lb) scores
with those of the children in the upper 20 per cent of the normatIve
population are contained in Table 23.

TABLE XXIII

COMPARISON OF ITPA SUBSCALE MEAN SCORES WITH THE MEAN SCORES OF
CHILDREN IN THE UPPER 20 PER CENT OF THE NORMATIVE POPULATION

(N - 36)

O' 0
.

M 0
erl W

$40 U
sorl
A. .

0 00 0
.1* m04 x cr0> u)

u
0

u
0

> 43
0

< co)
o
co> al

v o
0 W
A A

Expected

All=m1.1 ammo'

Lang. Age 1 7.6 8.3 8.6 7.1 7.8 7.8 8.5 7.1 8.8

Mean Score of Kdg.
Level Subjects 6.33 6.91 6.24.6.76 6.42 6.99 7.02 6.27 6.83

Diff (u - i) 1.3 1.4 2.3 0.5 1.4 .8 1.5 .8 2.0

S.D. 1.32 1.36 1.73 1.04 1.44 1.77 1.71 1.08 1.59

t 5.91* 6.62* 8.32* 2:88* 5.83* 2.71* 5.26* 4.44* 755*

*Sign. beyond .05 level
.11111111111111111, 10

I
Expected language age was found by determining the expected mean language
age score for those children in the top 20 per cent of the population in
the normative sample of the ITPA.

.68.



As expected, these culturally disadvantaged children with higher potential
are significantly below expectancy in all areas.

Establishment of the fact that these children do less well than children
in the upper 20 per cent of the normative population does not provide
sufficient knowledge to help teachers and others develop differentially
useful methods of coping with their problems. Consequently, it is necessary
to consider within group differences to help determine their strengths
and weaknesses.

A summary of the analysis of the ITPA and socio-economic scales for
Jew m..kl w 0/1

ULLICOG UAILLIALLGIlt La U01../Miulajamm, JAIA

TABLE XXIV

ANALYSIS OF VARIANCE OF THE ITPA LANGUAGE AGE SCORES AliD SOCIO-ECONOKC STATUS
OF FIRST GRADE CHILDREN

(N = 36)

AMID

Source df SS MS F

Between Subjects

Between Upper-Lower

35 194.30

and Lower -Lower SES 1 16.05 16.05 3.06 p <.07

Error 34 78.25 5.24

Within Subjects 288' 22.27

ITPA Subtests (A) 8 29.60 3.70 2.064v4(.05

SES x Subtests (AB) 8 3.93 .491 .21

Error (w) 272 488.74 1.797

11.11.......t MMENIONOMMILl NNW

Total 323 716.57

A/1/1 7,111.101. SAW
*Sign. beyond .05 level.

The results indicated that the mean subtest language age scores for these
children differ significantly from subtest to subtest (F = 2.06). Although

there may be a real difference between the UL and LL socio-economic groups
in the area of psycholinguistics, this experimental hypothesis could not
be accepted since the obtained F of 3.06 has a probability of only about .07
which does not meet the level of significance adopted for this study.

Since there was no significant interaction between the ITPA subtests and
socio-economic status, an evaluation of the differences between subtest
means for the total group was made. The significance of the differences

between subtests is reported in Table 25.

.9.*



From Table 25 (b) it can be seen that the kindergarten subgroup attained

language age scores on the Auditory Vocal Sequential, Vocal Encoding, and
Visual Decoding subtests that are significantly greater than their Scores
on the Motor Encoding and Visual Motor Associatica subtests. In addition,

the Auditory Vocal Automatic LA scores are ek.ace significantly lower than the
Vocal Encoding and Auditory Vocal Sequential scores but slot the Visual Decoding
scores. A graphic portrayal of these findings is toutaixhad in Graph 6.

In general the strengths, accord/vs to language ue scores, tend to be in
Auditory Vocal Sequencing, Vocal Eucodimg and T.ittesibly Visual DetodiNi,
the weaknesses are in the mesa of Motor Encoding and Visual NkItor Assoeiatiom
and possibly Auditory Vocal Am tic functioning. Xt should betemeabered,
however, that these children are marWly educatianally ratarded III all
psycholinguistic abilities' when compared with exriseted e.ttanuents of the top
20 per cent of the general school yopulation.

When standard scores are used as a Leas for evaluating mengths and weaknesses,
there were no statistically significant differences between the UL and LL
socio-economic groups on the !TPA subtests$ Table XXV (a). In addition, possible
differences between' the ITPA subtesta die not reach statistical significance at
the .05 level.

wig Ma)
ANALYSIS or VARIANCE OF ITEA STANDARD SCORES

AND
SOCIO-ECONOMIC STATUS

Source df Sum of S uares Mean S uares

Between Subjects 34 79.8514

Upper-Lower
vs 1 3.8726 3.8726 1.68

Lower-Lower Subjects

Error (b) 33 75.9788 2.3023

11111111111+

Within Subjecte 280 195.1444

Between Subtests 8 9.7670 1,2208 1.82

SES vs Subtests 8 8.6187 1.0773 1.61

Error (w) 264 176.7587 .6695

1.101111111111111.1111111411

TOTAL 314 274.9958

1111111011110=

Nevertheless, possible differences between the ITPA. subtests would' be
statistically significant if the confidence level were set at the .075 level.
Further, if the .05 level were then utilized to determine between test differ-
ences the subjects score significantly higher on the Visual Decoding and Vocal
Encoding areas and significantly lower on the Motor Encoding, Visual Motor

.70,.
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Sequential, Visual Motor Association, and Auditory Vocal Automatic areas. See

Table 25 (c) . These findings contrast with the findings obtained when the
language age scores are used as a'basis for analysis.

It follows then that according to language age scores, the subjects have

assets in the Auditory Vocal Sequential and Vocal. Encoding areas with a

possible borderline asset of Visual Decoding while according to standard scores,

they have aa asset of VfLaual Decoding and ft boft.Ager1411A asset Af Vheal %add-

ing. Weaknesses according to language age scores are in the Motor Encoding,

Visual Motor Associatiol, and possibly in the Auditory Vocal Automatic areas,

whereas when standard sores are used, weaknesses are in the Motor Encoding,

Visual Motor Sequential, Visual Motor Association, and Auditory Vocal Auto-

matic areas.

Factors other than socio-economic status may affect perfovmance on the ITPA.

The relationship between ITPA, LA scores and other factors are reported in

Table 26. It should be noted that their relationships are based only on the

kindergarten level subjects in the subject population.

From the table it can be seen that there are no significant relationshiPs,

with a few exceptions, between ITPA, LA scores and sex, race, Binet MA and IQ,

WISC Total, Performance, and Verbal IQ scores, WISC subtext scaled scores,

PMA MA scores, and creativity raw scores. Of the exceptions it should be

noted that Auditory Vocal Automatic, Auditory Vocal Association, and Audi

tory Decoding have significant positive relationships with several of the

major measures of intellectual ability which suggest that functioning on

these ITPA scales varies significantly with the level of intellectual develop-

ment in children, even within such a homogeneous population.

Of special interest are the apparent relationships between 1TPA scores and

race. Evaluation of these relationships is difficult because for some un-

known reason there is a significant relationship between CA and race (.48) in

the subject population such that the negro pupils tended to be somewhat older

even though they were still of first grade age. Since chronological age is

related to ITPA subtext scores in the general population, although not

significantly so in the subject population, it was decided to hold the effects

of CA constant through partial correlation techniques. The results of this

analysis are contained in Table 23.

When CA is held constant there is a significant relationship between Audi-

tory Vocal Association) -.33), Visual Motor Sequential (-.49), and Visual

Motor Association (-.40) such that white pupils function better than negro

pupils on these scales.

Since there is a significant relationship between certain of the 'TPA-

variables And certain of the intellectual variables, additional consideration

was given to these relationships. Also, since there is.a significant relation-

ship between race and WISC performance IQ (-.44) and race and WISC Total IQ

(-.35), it was decided to control any effects that might result from racial group.

membership through the method of partial correlation. The relationships betwenn

ITPA subscores and Stanford-Binet IQ are reported in Table 28.

.73..
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TABLE XXVII

ANALYSIS OF THE RELATIONSHIPS BETWEEN TPA SUBTEST
SCORES AND RACE WHEN CHRONOLOGICALAGE.IS CONSTANT

(N = 36)

ITPA Subtests r/Race i/CA r12.3

A.V.Auto. -.26 -.27

Vis.Dec. .06 .13 .00

Mot. Enc. .04 .27 -.10

A.V. Assoc. -.31* -.08 -.33*

%%M. Seg. -.44* -.01 -.49*

Voc. Enc. -.15 .18 -.27

A.V. Seg. -.09 -.16 -.01

Vis.Mot.Assoc. -.20 .28 -.40*

Aud. Dec. -.16 -.23 -.06
AMIN110.0111 1.11111NIIMMOINIIIMO

1 - r between CA and race = .48

* Sign. beyond .05 level.

TABLE XXVIII

PARTIAL CORRELATION BETWEEN ITPA SUBTEST SCORES AND

1\INET WITH RACE1 HELD CONSTANT

(N= 36)

Imo. ======r1===.11
ITPA Subtexts r/Binet

v=====

r/Race r12.3

A.V.Auto. .37* -.35* .35*

Vis.Dec. -.it .06 -.10

Mot.Enc. .15 .04 .16

A.V. Assoc. .44* -.33 .42*

VJL Seq. -.18 -.44* \ -.13

Voc. Enc. .03 -.15 .009

A.V. Seq. .29 .09 .28

V.M.Asaoc. .05 -.20 .02

Aud.Dec. .53* -.16 .59*

1 - correlation between Binet IQ and Race = -.14

* Sign. beyond .05 level.



When racial group membership is held constant, there is a significant
positive relationship between Stanford-Binet IQ and the ITPA subScales
of AuditOry Vocal Automatic, Auditory Vocal Association, and Auditory
Decoding among culturally disadvantaged pupils of higher potential.

The relationships between ITPAsuhscales.and WISC.Tota1,IQ, Verbal IQ
and Performance IQ are contained in Tabless29, 30, and 31 respectively.

Significant relationships were found between the WISC Total IQ and the
ITPA subscales of Auditory Vocal Association (.41) and Auditory Decoding
(.44). Similarly, there are significant relationships between the WISC
Verbal and Performance IQs and the Auditory Vocal Association and
Auditory Decoding.

TABLE XXIX

PARTIAL CORRELATIONS BETWEEN ITPA SUBTEST LANGUAGE AGE
SCORES AND WISC Tout's!, IQ WITH RACE HELD CONSTANT

(N = 36)

.01

ITPA Subtests r/WISC Totall r/Race 12.J

A.V. Auto: .40* .35k .32*

Vis. Dec. -.03 .06 -.01

Mot. Enc. .28 .04 .31

A.V. Assoc. .48* -.33* .41*

V.K. Seq. -.09. -.44* -.29

Voc. Enc. .16 -.15 .12

A.V. Seq. .28 -.09 .27

V.M. Assoc. .13 -.20 .07

Aud. Dec. .46* -.16 .44*

1 - r between WISC Total and Race = .-.35

* Sign. beyond .05 level.

.11M101111102111111=1"

.78:



TABLE =A

PARTIAL CORRELATIONS BETWEEN ITPA SUBTEST SCORES AND
WISC VERBAL IQ WITH RACE' HELD CONSTANT

= 36)

ITPA Subtests r/WISC Verbal-- "'i/Race
r12.3

01,11111MMINIIMM

A.V. Auto, .33* .31

Vis. Dec. -.12 .06 .11

Mot. En .27 .04 .28

A.V. Assoc. .36* -.33 .35*

V.M. Seq. -.26 -.44* -.24

Voc. Enc. .17 -.15 .16

A.V. Seq. .28 -.09 ..28

V.M. Assoc. 13 -.20 .11.

Aud. Dec. .43* -.16 .42*

1 - r between Race and MSC Verbal IQ = -.25'
* Sign. beyond .05 level.

:TABLE :XXXI

PARTIAL CORRELATIONS BETWEEN ITPA SUBTEST SCORES AND
WISC PERFORMANCE IQ WITH RACE]. HEW CONSTANT

(N = 36)

mawa-1.
ITPA Subtests r/WISC Perf. r/Race

r12.3

A,V. Auto. .40* .28

Via. Dec. .02 .06 .01

Mot. Er..c... .21 .04 .26

A.V. Assoc. .47* -.33* .38*

V.M. Seq. .14 -.44* .08

Voc. Enc. .17 -.15 .09

A.V. Seq. .24 -.09 .22

V.M. Assoc. .10 -.20 -.01

Aud. Dec. .40* -.16 .37*

1 - r between Race and WISC Performance IQ = -.47
* Sign. beyond .05 level.



Academic Attainments

One of the basic concerns of any educational research project is with
the academic attainments of the subjects. Two measures of achievement,

the Iowa Test of Basic Skills, Form I and II, avd the Stanford Achievement

Test (Form W, 1964) were used to evaluate level of attainments.

Stanford Achievement Teets

The et-vs-cm-a Arthi0vprirnt Rattery (Form W. 1964) provides a recently

rewritten and restandardized series of scales for the evaluation of the

educational achievement of children. The Stanford Achievement Test
Battery was administered in the late spring.

The /tress of knowledge and skills measured by the various subtests of this

battety differ according to the maturation of the children based on grade
level. lierther, they reflect the changes in curriculum content found at

the different ^grade levels. For example, the Primary I battery, which is

designed for administration to children in the last: half of grade one
provides a, measure of "Arithmetic" which yields one gross score based on

a variety of task_ s including measures, simple problem solving, and

number concepts. The Advanced battery,, in contrast, contains separate
subtests for Arithmetic Computation, Arithmetic Concepts, and Arithmetic

Applications. Since the subtests differ from grade level to grade level,

it was decided to analyze the results for only those achievement subtests
which provide some differentiation yet continuity between grade levels.

As .a result, an analysis was made of the Word Meaning, Paragraph Meaning,
Spelling, Language, Arithmetic Computation, and Arithmetic Concepts subtest

scores for those children in grades 2 - 6.

A summary table of the analysis of the Stanford Achievement grade placement

scores and socio-economic status is presented in Table 32.

TABLE 211II

ANALYSIS OP STANFORD ACHIEVEMENT SUBTEST GRADE
PLACEMENT SCORES AND SOCIO-ECONOMIC STATUS IN GRADES 2 - 6

(N 106)

Source df SS

Between Subjects 105 1663.03

Between High and Low SES
Groups (B) 1 18.09 18.09 1.14

Error (6) 104 1644.94 15.81

Within Subjects 530 353.32

Achievement Subtexts (A) 5 31.65 6.33 10.55

SES Subtest Interaction (AB) 5 7.38 1.48 2.47*

Error (w) 520 314.29 .60

Total 635 2016.35

*Sign. beyond .05 level.



The analysis indicates that there was a significant differential effect
between socio-economic status and achievement (F = 2.47).

Since there was a significant interaction, it was necessary to evaluate
the differences between the cells in the design.

Achievements of Upper-Lower Socio-Economic Status 21.222

A summary of the differences between subtests.on the Stanford Achievement
Test for the UL socio-economic group is reported in Table 33.-

TABLE XXXIII

DIFFERENCES AMONG STANFORD ACHIEVEMENT SUBTESTS FOR
THE UL SES CHILDREN IN GRADES 2 - 6

(R = 63)
.1114111 1111111.11.en1
Stanford
Achievement
Subtests

IMO&

Word
Meaning.

.22

-.02,'

.43*

.63*

.09

Para.

Meaning

-.24?'

.21

.41*

-.13

Spell.

.45*

.65*

.11

Lang.

.20

-.34*

Arith. Arith.

Comet__ Conceas

-.54*

Para. Meaning

Spelling

Language

Arith. Comp.

Arith. Concepts

* Significant beyond .05 level.
(Critical d = .28)

Evaluation of the significant differences indicates that the children
in the UL socio-economic group achieve at a significantly higher level in
the areas of Spelling, Word Meaning, and Arithmetic Concepts when the
relationships between all the areas are considered. Also, these children

achieve at a significantly lower level in the areas of Arithmetic Computation
and Language. Achievement in Paragraph Meaning is significantly higher
than Language or Arithmetic Computation but lower than Spelling or Word
Meaning.

A comparison of mean achievement grade placement scores with expected
achievement derived from application of the Horn Formulas to the mean CA
and la scores for the UL group is contained in Table 34.

.81.



TABLE XXXIV

COMPARISON Of STANFORD ACHIEVEMENT RESULTS OF THE UL GROUP WITH
EXPECTED ACHIEVEMENT BASED ON STANFORDBINET HA AND CA

63)

Word
Mean.

Para.

Mean. Spell.

Arith. 'Arith.

Lang; Comp. Concepts

Expectedl Ach., 5.53 5.54. 5.26 5:26 5.26

Weighted
2
s
2 z 2.76 2.76 2.44 2.44 2.44

Attained- Ach. 4.74 4.52 4.76 4.31 4.11

B 3.57 4.14 3:77 3.30 2.56

t 2.47* 3.05* 1.58 3.11* 4.04*'

*Significant beyond .05 leVel - 1 tailed test

I
Expected achievement based on the following_Hoin Formulas

Expected Reading Grade Placement = 2MA + CA - "5

3

Expected Arithmetic, Spelling,
and Language grade placement

2.

2Weighting for the variances based on the weights for CA. and MA in ,the

appropkiate Horn Formulas. MA derived from the Stanford-Binet.

MA + CA - 5

1111111014.1.0111111011411111

5.26

2.44

4.65

3.82

1.78*

From the results, it can be seen that the UL group is achieving significantly
below expectancy in all areas except Spelling. These findings are significant

from an educational as well as a statistical point of view since the
children are achieving from three- fourths to one full year below expectancy.
In addition, since the attained IQs are also significantly below expectancy,

as indicated earlier, and thus establish lower expectancies for these

children, it can be seen that the children are seriously educationally

underachieving.

Achievements of Lower-Lower Socio-Economic Group

Differences between Stanford Achievement subtests mean grade placement
scores for the LL socio- economic group are contained in Table 35.

t.

..8Z.



TABLE =CV

/111111111011..M1141110.0104.

DIFFERENCES .AMONG STANFORD ACHIEVEMENT SUBTESTS
FOR THE LL SES CHILDREN IN GRADES 2 - 6

41 43)
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Word Para, Arith. Arith.
Mean. Mean. Spell. Lang. Cozy. Concept!.

umemoopyrolasr..01Milmo.

Para. Meaning

Spelling

Language

Arith. Comp.

Arith. Concepts!

.20

.08 -.12

.05 -.15

.05 -.15

-.14 -.34*

-.03

-.03

-.22*

.00

-.19 -.19

*Significant beyond .05 level
(Critical 'd Al)

Mean achievement scores for the LL groups were less differentiated than
the scores for the UL group. In the' LL group only the Arithmetic Con-
cepts scores was significantly higher than two of the other scores.
Paragraph Meaning and Spelling were lower than Arithmetic Concepts: Thus,
although there were significant differences between subtests, the differences
are educationally less significant becaUse the tota] range of differences
for the LL group of .34 of a year is'much less than the .65 of a yew;
for the UL group.

Comparison of the Stanford Achievement subtest mean grade placement
scores with the expected'mean grade placement scores for the LL group is
reported in Table 36.;"



TABLE XXXVI

COMPARISON OF STANFORD ACHIEVEMENT TEST RESULTS WITH
EXPECTED ACHIEVEMENT FOR THE LL GROUP

(Na 43)

011110- PIS

Word
Mean.

n======ltill====1"'"w"====.....0
Para. Arith. Arith.
Mean. Spell. Lang. Comp. Concepts

1
gatttiCii.UCU axm.

Weighted a2

Attained Ach.

2

t

Mra:

11.,111111111111111111111.11110111111111111~1111

A 161.
n.#3*".

2.31

4.09

2.26

2.61*

A et I. A.78

2.31 2.09 2.09

3.89 4.01 4.04

2.40 3.09 2.43

3.24* 2.22* 2.25*

JIIIIIMMIMINI111111111111011VMNINWOMMIMMINNINIMIIMMR.

A.72 .7g

2.09 2.09

4.04 4.23

2.38 2.84

2:26* 1.62.

*Significant beyond .05 level.

I
Expected mean achievement score derived from

Expected IVading grade placement score =

Expected Arithmetic, Spelling, and
Language grade placement score

the following Horn Formula.

224A + CA -5
3

=MA + CA -5
2

2Weighted s
2
are derived from the s

2
associated with CA and MA

and weighted according to the appropriate Horn Formula. MA is

derived from the Stanford-Binet.

The results of the analysis indicate that the children in the LL group

achievtd significantly below expectancy in all areas except Arithmetic

Concepts. This underachievement is significant'both from an educational

and a statistical point of view since the children are underachieving
from .74 to 1.07 years. Again, the expectancy scores are derived from
the MA and CA scores attained by the children and not from some other

source. When it is understood that these children also attain scores

on the Stanford-Binet that are considerably below expectancy, then their

underachievement becomes even more important.

A comparison of the differences between the UL and LL socio-economic

groups on the Stanford Achievement Tests is made in Table 37.

.84.
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TABLE =MI

COMPARISON OF DIFFERENCES BETWEEN UL AND LL SES 'GROUPS

ON THE STANFORD ACHIEVEMENT TEST

Word
Mean.

Para.

Mean.

V

Arith, Arith.

Spell. Lang. Comp. Concepts
A111111110110.1711111.111011MMmlw

In'riial-1.1aWer
X As7A 4,69 4.76 4.31 4.11 4.65

s
2

3.57 4,,14 3.77 3.30 2.54 3.82

N 63 63 63 63 63 63

Lower-Lower 1

s
2

N 43 43 43 43 43 43

t 1.89* 1.81* 2.03* .80 .23 1.15

4.09 3.89 4.01 4.04 4.04 4.23

2.26 2.40 3.09 2.43 2.38 2.84

#11101116

* Significant beyond .05 level.

According to the results the UL group attained significantly higher grade

placement scores than did the LL group on the Word Meaning, Paragraph

Meaning, and Spelling subtests but did not perform at a significantly higher

rate in the Language, Arithmetic Computation, and Arithmetic Concepts areas.

Iowa Test of Basic Skills

The Iowa Test of Basic Skills (ITBS)ia an achievement test battery that

is designed to be used with children who are in grades three through eight.

Because of its restricted range and other limitations, the full battery

was administered to those children who were beginning grades four through

six. It is this group that provides the subject population for the

analysis of achievement as measured by the Iowa Test of Basic Skills.

The results from the analysis of the subtests grade placement scores

on the ITBS anditheir socio-economic group membership is reported in

Table 38.

.85.



TABLE 3006/III"

ANALYSIS OF VARIANCE OF IOWA TEST OF BASIC SKILLS AND
SOCIO-ECONOMIC STATUS OF FOURTH, FIFTH, AND SIXTH

GRADE CHILDREN
(N = 82)

Source df SS

Between Subjects 81 1851.17

Between High and Low SES
Groups (B) 1 48.29' 48.29 2.14

Error (b) 80 1802.88 22.54
+. ..+

Within Subjects 820 725.00 .906

Achievement Subtests (A) 10 59.27 5.93 7.28*

SES Subtest Interaction

(AB) 10 13.78 1.38 1.69

Error (w) 800 651.95 .815

Total 901 2576.17

In contrast to the-results obtained on the Stanford Achievement battery,

there was no significant difference between the UL and II SES groups mean

grade placement scores on the ITBS (F = 2.14). Further, there was no

significant interaction between the ITBS and SES variables.

The 'results did indicate, however, that there WOV.significant
difference between the mean grade placement scores for the various
subtests.

The differences between the subtest mean grade placement scores are
reported in Table 39.

.86.



TABLE XXXIX

DIFFERENCES BETWEEN ITBS SUBTEST MEAN GRADE PLACEMENT SCORES

Reading

Wd. Comp. Spell.

3
Xe5t69 5.64 5.83

2 .05

3,-.14 -.19

4 -.34* -.39* -.20

5 .66* .61* .80*

6 .22 .20 .36*

7 .45* .40* .59*

8 .35* .30* .49*

9 .17 .12 .31*

10 .30* 45 .44*

11 .55* .50* .69*

(Nin 83)

Lang. Skills

Cap. Punc.
4 5

Use.
6

Wk. Stud Skills

Map Graph Ref.

7 8 9

Arfth.

Comp. Prob.

10 11

6.03 5.30 5.47 5.24 5.34 5.52 5.39 54 4

1.00*

.56* -.44*

.79* -.21 ..23

419* -..31* 1..13 -.10

.51* -.49* -.05 -.28* -.18

.64* -.36* .08 .15 -.05 .13.

.89* -.11 .33* .10 .20 .38* .25

*sign. beyond .05 level.

Critical d = .27

viimmar=annI

As can be seen from Table 39, the Capitalization mean grade place-

ment score was significantly higher than all other sub-scales except Spelling.

Spelling, Reading Words and Readirag Comprehension had the next highest mean

grade placement scores. Punctuation, Arithmetic Problem Solving and Map

Reading mean scores were significantly lower than the mean grade placement

scores for most of the other areas of the ITBS. Achievement in the work

study skills areas of Use of References, Reading Graphs and Tables, and Map

Reading, rank 5, 8 and 10 respectively with regard to the other mean scores

on the ITBS. Thus their achievement in the work study skills area is signi-

ficantly lower than from 4 to 9 of the other sub scales. Map Reading and

Reading Graphs and Tables are the weakest areas. Of considerable signifi-

cance is the fact that there is nearly a year'difference in grade placement

scores between the strongest and weakest areas.



A comparison of the Iowa, Tests of Basic Skills subtest mean grade place-
ment scores with expected mean grade placement scores derived by the appli-
cation of the Horn Formulas to the mean CA and MA for the subjects is re-

ported in Table 40.

As can be observed in Table 36, the subjects are achieving significantly
below expectancy in all areas except capitalization. Since the subjects

are achieving from .57 to 1.27 years below expectancy, these findings are
significant educationally as well as statistically.

Since the results from the Stanford-Binet for each child were used to determine
expected achievement, rather than deriving expectancy from a "normal" group,
it would be anticipated that the children should be achieving at a level near
expectancy. The findings of such gross underachievement suggests that these
children have potential for considerable improvement if methods can be found

to help them. The challenge to educators is obvious.

Social and Emotional Factors

It is generally accepted that there is a relationship between positive social
and emotional adjustment and school achievement, social status within the
community and school maturation, and. intellectual ability. The results of the

study of the relationships among the variables within the subjects in this study
are included in Table 22 along with the interrelationship of other pertinent
variables. A brief summarization of these results will consider the relation-
ships between the children's perception of others and such factors as socio-
economic status, achievement, various intellectual factors. Following this

the relationship between the various )iypes of reaction to frustration will be
compared with factors of achievement, socio-economic status, creativity, and
perception of others.

Sub'ects' Perce tion of Attitudes of Others

Since children of lower-socio-economic status are frequently placed in an
unfavorable position in the community, it was believed that the lower the
socio-economic status the more they would report negative perceptions of
others. Support for this hypothesis is found in the finding that there is a
significant relationship in the appropriate direction between socio- economic
status and perceived peer relationships, perceived acceptance by parents,
and the 'perceived parent total valuation score. On the other hand, it was

found that socio-economic status was not related to the belief that parents
are intrinsically interested in them or to the perception that teachers
accept or intrinsically value them.

A positive perception of peers was expected to reflect a greater maturity
on the part of the subjects which should also be reflected in higher achieve-

ment. A portion of this study then was concerned with the relationship be-
tween perceived attitudes of peers and achievement. Since only one out of the

six correlations with the Stanford Achievement subscores and only four corre-
lations with the eleven Iowa Test of Basic Skills subscores were significantly
related to peer perception, it can be said that there apparently is some small
but not overwhelming support for this belief.
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If a child perceives his parents as being accepting of him and intrinsically
interested in him, then it was expected he should be able to achieve more
in school. Strong support for this belief is found in the fact that 48
out of 51 possible relationships between achievement and the perceived
parent scoges were significant beyond the .05 probability level. Thus, it

would appea* that perception of parents as being accepting of the child
is extremelirimportant with regard to the child's achievement.

r-,

It was alsg-believed that the perception of the teacher as being accepting
-e ..1-21.2 ...UslA .1Avi a.svc Ulti.41111 4UU 1114.r=b1UM.J.Ly LUI.CLUDUCU au Luc Tk.a&Jusu moulao" wc

to sucnessifin the classroom. Evaluation of the findings suggest that
there is *support for the belief that perception of the teacher as either
acceptingir!intrinsically valuingof the child will be of assistance in en-
Wincing hie academic achievement. Nevertheless;' when both of these.
scales a!lisummed, the resultaltend to provide a seneral picture of the
teacher being both accepting and intrinsically valuing the child. -

'There is then a suggestion of `some relationship with the above factor and
academic-achievement. Support for this is foundin the jact that eight-
out of peventeen possible relationships'Utween perceived'perception of
teacherras being accepting and intrinsically interested In the child:are
4;ignifLiant beyond :*_he .05 ldvel of probability.

: /
Since' Oiere is considerable evidence to support the belief that Negroes
are subjected to more negative stimulation than others, it is believed that
they wairu?..4 perceive peers, parents, and teachers as being less accepting

than !heir white counterparts. From the matrices in table number 18

it castrbe seen that white children do perceive their peers as being more

acee0ting than do Negro children. Further, the children of white parents
percES.ved themselves es mort: accepted by their parents and, when total
sco*is considered, as more accepted and more intrinsically valued by

theWparents than do their Negro counterparts. On the other hand, there is

no significant relationship between racial origin and children's perception

the their parents value them intrinsically. There is also no relation-

sh!Obetween racial origin and the child's perceptions that his teacher
iS4ccepting or values him intrinsically.

Itas thought that as a child grows older he becomes somewhat more
suitOicious or concerned about his teachers, parents, and peers and may,
in fact, perceive them as being less accepting. Furthermore, there may be

some reason to believe that children of lower socio-economic status will

become somewhat alienated fromtheir peers, teachers, and parents as they
grow older. On the other hand, there is a possibility that since these

subjects have higher potential and should do better than other culturally
disadvantaged children in their classes, they might remain positively
oriented toward others. The findings indicate that there is no relation-

ship between chronological age and perceived peer relationships among the
subjects of this study. The older the subjects, however, the more they
perceive their parents as accepting and intrinsically valuing of them.
Further, the older the subjects the more they perceive their teachers as
being accepting. Thus, there is some support for the belief that the
children, at least within the age range covered by this study, will feel

more accepted and to a lesser extent more intrinsically valued as they

grow older.

.90 ,



Since there is some support for the belief that children of higher

intellectual abilities tend to get along better with their peers, teachers,

and parents, it is balleved that there would be a positive relationship
between intelligence and perceived peer, teacher, and parent attitudes.

The findings indicate that there was a significant relationship between

peer acceptance and the Stanford-Binet IQ score. There were also significant

relationships between perceived peer acceptance, and the WISC Verbal IQ,

WISC Performance IQ, and WISC Total I. Thus, there is support for the
belief that in culturally disadvantaged children, the higher the in-

tellectual ability the more likely it is that the child will perceive
his peers as being accepting.

Children who perceive their parents as being more accepting also .tend -to

be of higher measured intellectual ability since there is a significant

relationship between perceived parental acceptance and intellectual ability.

On the other hand, no relationship was found between a child's perception

that his parents value him for what he is as opposed to what he does.

The scale measuring perceived intrinsic-extrinsic valuation is related
only to the W/SC Verbal IQ. It is not related to the Stanford-Binet IQ,
the WISC Performance IQ, or WISC Total IQ. Thus, there is only limited

support for the belief in a relational') between intellectual ability

and positive perception of parents attitude.

In contrast to the above, there is no apparent relationship between a
child's perception of his teachers as being accepting and/or intrinsically
valuing and intelligence. This finding, of course, may hold true only for
the subjects in this study.

It was also. believed that the.child's perception of peers, teachers, and

parents as accepting of him would be reflected..in higher scores on
measures of creativity. A child's perception that his peers were

accepting of him was not related to any -scores on measures of creative
thinking. The child's perception of his parents as more, accepting and

intrinsically interested in him, on the other hand, was significantly related
to Fluency, Originality, and Flexibility.. Of additional, interest is the
fact that only one scale did not correlate with the child's perception of
his parents as more accepting and intrinsically interested in him. This
wan the Elaborateness scale which apparently is less related to the other

creativity scales end also less related to the more important areas of

the academic skills.

It was believed that the child who perceived their teachers as more

accepting rather than rejecting and more intrinsically rather than
extrinsically interested in him would score significantly higher on

measures of creativity. The findings are differential in their effect.

It was found that the child's perception of the teacher as more accepting

of him was significantly related to preuluctivity on three of the creativity

measures. On the other hand, the belief that the teacher was intrinsically

interested in the child was not related to production of creative thoughts.

It can be seen that differential responses to the perceived teacher

subscales have affected the findings of a significant relationship

between the child's score on creativity and his scores on the perceived

teacher total Score scale; more detailed consideration of these findings

is presented in the discussion section.

.91.



Attitude of Parents

The mean raw scores of the results of the comparison of parents' responses
with the Parent Attitude Research Inventory are reported in Table 42. . .

Barents' attitudes were obtained by social workers through interviews when
rwiers4M. ...gait .4 An Iln eAslespainol te..InAnmiu frnm asspU orsule%

%rd., wm,

level). As will be noted in Table 42. mote mothers than fathers responded to
the instrument because the fathers were more resistive or more frequently out
of the home.

It was believed that attitudes of parents from the UL socio-economic group would
be less authoritarian, less hostile, and more democratic than parents from the
LL group. Mothers of the 1% SES group, when compared with the LL mothers, mani-
fested significantly fewer authoritarian-controlling attitudes (tal 2.61) and
significantly fewer hostile-rejecting attitudes (t 1.94). There was no

significant difference between the mothers' groups on the democratic scale.
Although the attitudes expressed by fathers' were not significantly different,
it may be that some differences do not exist between the groups. If so, these

differences may have been masked by the small sample and the possibly biased
sample resulting from the refusal of certain fathers to respond to the questions.

The relationship between the Pal scores and certain selected variables can
be found in Table 42 (1-c). Caution should be used.when interpreting these scores

since the N varies with the subtext and the respondent. Note only the under-

lined relations are significant at the .05 level.

Although a detailed presentation of these results can be found in the discussion
section, the following is a brief presentation of major findings.

Authoritarian controlling attitudes were significantly greater in Negroid
parents and in mothers of lower socio-economic status. There is a significant

negative relationship between the authoritarian controlling attitudes of
parents and verbal functioning as measured by the Binet IQ and approrpriete sub-

tests of the WISC Verbal IQ. Hostile - rejecting attitudes were also positively

related to Extropunitivess and negatively related to Intropunitiveness. For a

more extended interpretation of these findings see the discussion section.
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Reaction to Frustration

There is reason to believe that children who react to frustration in a con-
ventional manner would be of Caucasian racial origin and of relatively higher

socio-economic status, of good ability, higher achievers, and better accepted

by significant others than children who utilize less conventional methods of

reacting to frustration. Also, it was expected that individuals who were of

this personality type would be more productive, creative individuals. Support

for this belief would be found through significant relationships between
the GCR score on the Rosenzweig Picture Frustration Study and appropriate
variables. The findings indicate that there is a significant relationship be-

tween the GCR Scale and chronological age, mental age, WISC Verbal IQ,

originality, flexibility, peer relationships, perceived parent relationships,

and perceived teacher relationships. However, GCR and many of the other

variables are related to CA. For a detailed analysis of these relationships

see the Discussion Section. In general it can be said that there is a relation-

ship between the child's tendency to deal with frustration in a conventional

manner and maturation and perceived interpersonal relationships. There was no

demonstrated relationship between GCR and Binet or WISC total IQs, creativity

or any of the achievement measures. Thus, reacting to frustrating situations in

a rather conventional manner seems to be independent of achievement, ability,

socio-economic status, race and sex.

Children who persist in their desire to attain a goal when confronted with
frustrating situations were also expected to manifest positive relationships

between such variables as intellectual ability, interpersonal relationships,

creative thinking and achievement. One way of measuring a child's need to

persist toward a goal is through the need persistence (N -P) score on the

Rosenzweig Picture Frustration Study. The findings indicate that there is a

significant positive relationship between the Need Persistence Scale and
chronological age, mental age, WISC Performance IQ, perceived teachers
attitudes, flexibility, elaborateness, word meaning, paragraph meaning, and
language on the Stanford Achievement Test and Capitalization, Punctuation, and
Useage on the Iowa Test of Basic Skills. Need Persistence and many of the

other scales, however, were related to CA, For an explanation of these re-

lationships see the Discussion Section. Briefly, there is some support for the

belief that Need Persistence is related to maturation and perception of teachers.

The Need Persistence Scale is not related to sex, race, socio- economic status,
Stanford-Binet IQ, WISC Verbal IQ, WISC Total IQ, Peer Perception, Parent Per-

ception. Fluency, Elaborateness, or Originality Scales. Further, it is not

related to achievement as measured by the Spelling and Arithmetic Computation
scales of the Stanford Achievement Test or any of the Iowa Tests of Basic

Skills except Capitalization, Punctuation, and Useage. There, thus, appears

to be somewhat differential findings with regard to the need persistence aspect

of personality.

Children who are apparently overwhelmed by frustrating situations were be-

lieved to be less mature emotionally. Consequently, it was expected that they

would tend to be less successful in their daily living with regard to such
things as academic achievement, interpersonal relationships, and creative

functioning. The Rosenzweig Obstacle Dominance (OD) scale provides one measure

9 7.



that appears to be related to a feeling of being overwhelmed by a frustrating
situation. Obstacle Dominance had essentially no relationship, except that
which might be expected by chance, with the other measures used in this study.
It, therefore, appears that the Obstacle Dominance Scale may measure aspects
of behavior other than those considered in this study.

Children who over-employ ego defense mechanisms when confronted with frustration,
it is believed, will be children who are less emotionally secure and, thus,
should be less productive individuals, have greater difficulty with their inter-
personal relationships and be less creative. The Ego Defensive (ED) scale of
the Rosenzweig Picture Frustration Study provides one measure of this type of
behavior. The Ego Defensive Scale was found to be significantly negatively
related to any of the other factors investigated in this study including race,
sex, and mental age. Therefore, the belief that these children are less
happy or effective than others cannot be supported.

It was believed that subjects who tended to project blame for frustrations
. outward to other persons or things in the environment would find it difficult
to get along in many areas. If the above statement is true, then this.

difficulty should be reflected in the relationships between a tendency to
project blame for frustrations outward toward the environment as measured by

the Extra-punitive (E) score on the Rosenzweig Picture Frustration Study and

other variables. A perusal of the correlational matrix reveals that E is .

significantly negatively related to perceived peer acceptance and perceived in-

trinsic parent acceptance. Again, the results were confronted by chronological

age as a result. No significant relationships were found between E and per-

ceived teacher, peer or parent attitudes.

With respect to creativity, after partial correlation, no significant relation-

ships were found between E and measures of creativity. Also no significant

relationships were found between total E and IQ or race.

In the achievement area, significant negative correlations were found between

E and Paragraph Meaning and Arithmetic Computation. No significant correlations

were reported between areas of academic functioning and E other than those

mentioned above. A significant negative relationship was found between chrono-

logical age and E and, mental age and E.

It should be noted that awsitive relationship exists between E and socio

economic status suggesting that lower-lower class culturally disadvantaged

. children have a stronger tendency to direct blame for frustrations outward to

the environment than do culturally disadvantaged children of upper -lower socio-

economic status.

In contrast to the extrapunitive child, it seemed likely that subjects in this

study who tend to internalize blame or turn aggression upon themselves when con-

fronted with frustration will be better socialized and mature, hence, more

positive in their perception of interpersonal relationships, and will also

perform at a higher level on measures of intellectual ability, academic achieve -

ment, and creativity. Children who score high on the Intrapunitive (I) Scale

of the Rosenzweig Picture Frustration Study are considered to internalize blame.

Intrapunitiveness was found to be significantly related to Chronological Age,

.98.



Mental Age, all six scales on the Stanford Achievement Test, and all eleven

scales on the Iowa Tests of Basic Skills. Intrapunitive children, therefore,

are higher achievers than their counterparts in this study. In addition,

significant positive relationships between intrapuntiveness and the child's

perception that he is accepted and intrinsically valued by his teachers can be

noted. There is no significant relationship intrapunitiveness and race, sex,
socio-economic status, measures of intellectual ability, Elaborateness, or

perceived peer acceptance. From the foregoing, it can be seen that there is

a consistent significant relationship between intrapunitiveness and maturation,

achievement and the feeling that significant adults are accepting. there is

no relationship between intrapunitiveness and factors such as sex, race, socio-

economic status, and intellectual ability. Further apparent relationships be-

tween I and creativity and perception of parents disappeared in a partial

correlation analysis.

Children who tend to gloss over or deny frustrations were believed to be less

able to interact successfully with significant aspects of their daily life than

other children, and therefore, were expected to be less productive and success-

ful individuals. High scores on the Impunitive scale (M) of the Rosenzweig

Picture Frustration Study were considered to manifest this type of behavior.

An examination of the correlation Matrix suggested these children see their

parents as intrinsically valuing. Although there were significant relation-

ships between 14 and socio-economic status, Chronological Age, Flexibility, and

the perception that parents intrinsically value the child, these relationships
are relatively few in number, hence, should be interpreted with caution. In

general then, there is only limited support for the belief that children who
score higher on the M Scale will be less productive individuals.



Chapter VI

DISCUSSION OF FINDINGS

The discussion of findings will organized under the following headings:
Intellectual Abilities, Creativity, Psycholinguistic Abilities, Academic
Achievement, and Social and Emotional Factors.

Intellectual Abilities

It is generally accepted by most researchers who concern themselves with
culturally disadvantaged children that, as a group, these children score
lower on standardized measures of intellectual ability than do children of
middle or upper socio-economic backgrounds. The proportionate sample of
subjects included in this study represents a limited segment of the population
that is generally considered culturally disadvantaged. Specifically, of

those children from six elementary schools within the local school district
classified as culturally disadvantaged, Only those pupils scoring within the
top 20 per cent of their cultural sub-group on an individually tdministered

intelligence tests were selected to participate. Although the cultural

biases inherent in the construction of intelligence tests are recognized, it
was assumed that since the subjects screened for inclusion in this study were

from a culturally homogeneous group, the tests utilized for screening would

still yield valid data concerning the potential of individuals relative to the

total population screened.

Since the subjects of this study are considered to possess a greater degree

of learning potential than other members of their cultural sub-group, it was

decided that more meaningful comparisons could be made if intelligence tests

and other scores of the group under study were compared with scores expected

from individuals scoring on the Stanford-Binet within the top 20 per cent of

the general population. Not only would such comparisons provide a clearer

picture of how culturally disadvantaged children of higher potential function

intellectually and educationally as compared to academically talented children

within the total population, but also such comparisons would provide a goal

for educators and others who are involved in developing programs that will

assure culturally disadvantaged children of the opportunity to fully realize

tlItir intellectual and academic potentials.

The prediction that culturally disadvantaged children of higher potential would

be found deficient on measures of general intelligence was supported by the

findings of this study. The mean score of 114.03 on the Stanford-Binet Intelli-

gence Scale obtained by the subjects of this study was significantly lower

(1)4(05) than the mean Stanford -Binet score of 122.24 establidhbd as the expected

mean score for the upper 20 percent of the general populatiot. Comparable

findings are obtained from the WISC where the group under stuty earned a Full

Scale IQ of 107.91 which was significantly lower (p(.05) than the mean Full

Scale IQ of 120.85 expected of the upper 20 percent of children In the standard-

ization population, It should be noted that the above findings hold true not

only for the total scores on the Stanford-Binet and WISC, but fo* all the sub-

test scores on* WISC as well (see Table X). These results Lupport previous

findings (Ravinghurst, 1944, 1947, 1961;.Jones, 1954, Murry, 19451 Janke, 1945)

and suggest thatpultural influences may have an adverse effect oz the measured

4 "M.
A
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intellectual functioning of culturally disadvantaged children of higher
intellectual potential as well as culturally disadvantaged children as a
total group.

It should be noted that the findings of the present study are educationally
as well as statistically significant. On the basis of Stanford-Binet mental
age results, the children indluded in this study, at entrance in first grade,
would be functioning at a level approximately five months lower than would
be expected of children scoring on the Stanford-Binet within the top 20 per-
cent of the general population. By the time these children have reached
grade six, their lag in level of intellectual functioning would have in-
creased to approximately one full year. The discrepancy between scores
obtained on the WISC by these culturally disadvantaged pupils of higher
potential and the scores based on general population expectancies was even
greater than that found usingthe Stanford-Binet. Again, although the
cultural bias of intelligence test construction is recognized, intelligence
test results are faily, valid indicators of school performance, (Eels, et. al
1951). The findings of this study, therefore, emphasize the need for provid-
ing culturally disadvantaged children with educational and other programs de-
signed to help them overcome the academically adverse effects of their environ-
ment.

To further study the effects of the environmental influence on the intellectual
functioning of the culturally disadvantaged pupils of higher potential, the
population of this study vas divided into two socio-economic sub-groups - -
Upper -Lower Maud Lower-Lower (LL). A comparison of the mean intelligence
test scores of these two sub-groups revealed that the LL group scores signi-
ficantly lower (p <.05) on the Primary Mental Abilities Tests (PHA), Stanford-
Binet, WISC, and all WISC and PMA sub-tests than did the UL group. This find-
ing agreed with the hypothesized expectation and provides further evidence of
the adverse effect of environmental influence on the development of those
abilities measured by commonly used standardized intelligence tests, even
within the restricted population investigated in this study.

An analysis of the subjects' performance on the various sub-tests of the WISC
and PMA Tests revealed no significant interaction between socio-economic-
status and the sub-tests of the above two instruments. These findings then,
suggest that although the mean scores obtained by the UL and LL sub-groups on
the WISC, PMA, and their sub-tests were significantly different, the differences
were a matter of "degree" rather than "kind". Thus the children from the LL

sub-groups Booked significantly lower on intelligence measures than did children
from the ULsub-group but the pattern of difference between sub-tests were con-
sistent for the two groups. It is, therefore, possible to evaluate and
discuss the subjects' performance on the sub-tests of the WISC and PMA in
terms of total group performance rather=than to evaluate the performance of
the UL and LL sub-groups separately.

It was hypothesized that the children studied would manifest differential
development of intellectual abilities. This expectation vas supported by
findings which revealed significant difference between the subjects' perfor-
mance on the sub-tests of the WISC and PMA. The children included in this
study scored significantly lower (p,< 05) on the Block Design and Object
Assembly sub-tests of the WISC and on the Space sub-tests of the PMA when
compared to the other sub-test. scores attained on the above two instruments.
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It should be noted that those sub-tests on which the subjects had the =et

difficulty are generally classified as non-verbal, "performance-type" items.
The above results are generally consistent with those obtained by Teohan
and Drews (1962) who found that southern Negroes scores significantly lower
on the non-verbal sub -teats of the WISC than did northern Negroes. Machover
(1943) compared sub -test performance on the Wechsler-Bellevue using a group
of New York born Negroes and southern bbrn Negroes is subjects and found that
Negroes from the south scored lower than the New York Negroes on the Digit
Ryfra.,4, Blo- TI-sig, and Picture Arrenge--ts Sub-tag.te. TM

11Y

Higgens and Silvers (1958) it was found that Negro and white subjects matched
on the basis of Binet IQ showed significant differences in favor of the
white group when the Colored Ravens Progressive Matrices Test was administered
to both groups. It would appear, therefore, that cultural deprivation may
well be reflected in lower scores on non-verbal scales. At any rate, perfor-

mance or non-verbal type tests should not be considered to provide a true
measure of intellectual potential when cultural deprivation is suspected.
These findings are in contrast. to Riessman. (1962) who suggests that perfor-
mance tests should be used whenever possible in order to compensate for
vocabulary limitations of deprived children.

The findings of the present and other studies would appear to reinforce
Tyler's (1956) hypothesis that culturally disacivantseed children are not
able to comprehend and interpret the stimulus material as completely as children
from more intellectually stimulating backgrounds. Tyler raises the possibility
that a lack of appropriate perceptual stimulation in early childhood adversely
affects intellectual development. Bogen (1952) /sonducted a study on the
effect of perceptual training on group IQ scores of elementary pupils in
rural schools. Training with stimulating visual materials involving reason-
ing ability of a perceptual nature resulted in significant gains over control
groups in total IQs of the group under study. The suggestion of a possible
perceptual developmental lag among the culturally disndvaneaged group combine d

with the favorable results of the &gen SeLidy indicates that, at least
initially, perceptual training may be a worehalle method of approaching
academic remesiation problems of culturally flisadvantaged children.

On the other hand, the subjects, as a group, ettained significantly higher
(p .05) scores on the Similarities sub-test of the WISC as compared to
their performance on other sub-tests of the Wechsler. If the similarities

items are interpreted as measuring verbal concept formation.-particularly as
the more abstract level-as opposed to other acme on the WISC which may demand
productions from the subjects in terms of knowledge of relatively specific
detail, then the Similarities sub-test may be tonsidered a process variable
indicative of underlying potential which is not tapped by other WISC items.
Of course, it may be that the stimulus materials of the Similarities sub-tests

are more culture fair, hence, yield a more valid measure of potential. In

either event a significantly high score on the Similarities sub-test may
reflect the presence of underlying intellectual potential and, therefore, be
a useful measure in identifying culturally disadvantaged children of higher
potential.

An examination of sub-test scores on the Ply, reveals that the group under
study scored significantly higher on the Verbal Meaning sub-test than on other
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measures making up the PMA Battery. This finding is somewhat contradictory
to other findings of this study in that the subjects scored relatively low
on the Vocabulary measures of the WISC. It is possible that the discrepancy
in measures between the WISC and PMA may be a function of test construction
and requirements. For example the items making up the Verbal Meaning Sub-
test of the PHA are multiple choice and may be somewhat easier for the children
included in this study, as success with this type of item requires word
recognition but not verbal expression, while the vocabulary items of the WISC
require more by way of specific memory and expressive ability in addition to
asocial recognition.

The findings reveal that mental age growth as measured by the Stanford-Binet
was significantly greater (p <.05) than the subjects' level of functioning
on the Space, Reasoning and Number sub-tests of the PM. In view of other
findings of this study, it was not surprising that the pupils making up the
sample population found it relatively difficult to handle items comprising the
Space sub-test of the PMA. Space is a non-verbal type test and may be con-
sidered comparable to the other non-verbal materials with which the children'
had difficulty in that this test also requires visualization and synthesization
of objects on a two or three dimensional plane. In addition, attention to
detail also seems required. The foregoing results lend support to the notion
that these children may have a perceptual developmental lag possibly based on
improper early stimulation in the visual - perceptual area.

Although the pupils comprising the population of this study scored signifi-
cantly below mental-age expectancy on all the sub-tests of the PMA, with
the exception of Verbal Meaning and Perceptual Speed, these findings are
based on a comparison of the Binet mental age and the various.PMA sub-scores.
It should be noted that there is probably a significant difference between
perceptual speed and Binet MA. However, a large variance marked this probable
difference. Thus it cannot be positively stated until further evidence is
obtained.

When an anlysis of variance of the intra- test differences of the PMA is made,
the findings differ slightly. The infra test comparisons indicate that the
subjects were high on the Verbal Meaning sub-test, low on the Space sub-test,
and the three sub-tests of Reasoning, Number and Perceptual Speed seem to be
grouped together between extremes. A comparison of the critical differences
tables for the WISC and PMA sub - tests (Tables XIII aad XV) reveals similar
patterning for the Arithmetic sub-test of the WISC and Number sub-test of
the WA, in that the mean scores of both sub-tests were within the mid-range
when compared to the mean scores obtained for the other sub-test of their
respective batteries. On the basis of the data collected, therefore, it
would appear that for these culturally disadvantaged children as a total
group, the component of intelligence reflected by numerical abilities is
neither a particular strength nor outstanding weakness.

If one considers the Reasoning sub-test of the PMA and the Similarities sub-
test of the WISC as measuring "process" variables or higher cognitive function,
then one might expect pattern agreement between them. A comparison of the WISC
and PMA sub-teett patterning, however, suggests a basic discrepancy between the
Reasoning sub-test of the PMA and the Similarities sub-test of the Wechsler
in that the Simlarities mean score was highest of all WISC sub-tests while the

Reasoning mean score was only in the mid-range. It is postulated that one
reasoning for the discrepancy may be found by comparing the tasks required
by the respective sub-tests. The Similarities sub-test is primarily a Verbal



Scale while the PMA Reasoning Scale consists of both the Verbal and
Figural section. Since the children making up the population of this
study appear to find it more difficult to handle items in the general
spatial-perceptual area, it is possible that the section dealing with
geometrical forms on the Reasoning sub-test had the effect of "pulling
down" the total reasoning score while the verbal aspect "pulled up" the
total score resulting in the scores falling midway between top and bottom.

It is also possible that the Simlarities sub-test of the WISC and the
Reasoning Scale of the PEA may be tapping different "cognitive styles"
as set forth by Regan et al (1963) who studied the various ways in which
their subjects grouped objects or pictures of people. In the above study,
metheds of attacking the grouping problems were identified as: (A)

Analytic -in which there was a tendency to group objects in terms of some
selected element that they had in common. (e.g., "all the pictures of
people having one hand raised"); (B) Inferential-categorical grouping was
accomplished on the basis of a common category to which the stimuli belonged
(e.g., "all the doctors"); and (C) Relational- objects were grouped on the
basis of a functional relation (Maccoby, 1964).

Inspection of the items comprising the Reasoning sub-test of the PMA indi-
cates that these items may require the subject to utilize the "analytic
style" while the Wechsler Similarities items can -be correctly solved by
grouping based on either an analytic or inferrential categorical approach.
Furthermore, it would seem that answers to the Wechsler Simlarities Scale
derived through the inferential categorical mode of cognition (grouping on
the basis of common category such as "fruit, animals, etc.") would generally
receive a higher score than answers based on the analytic approach (grouping
in ter... of a selected eleven t such as "both round, both have a tail, fur",
etc.).

Ragan also fouud the analytic style of grouping to be more closely related
to scores on the "Performance" than the Verbal sub-tests of intelligence. It
will be recalled the subjects of the present study generally had more diffi-
culty coping with Performance than Verbal items. Although direct evidence
to support the notlion that these culturally disadvantaged children of high
potential tend to rely more on Regan's "inferential-categorical" cognitive
style as opposed to the "analytic style" of cognitive functioning is not
strong enough warrant drawing a definite conclusion, a need for further
study along these lines is indicated.

Previous studies (Asher, 1935; Chapanis and Williams, 1945) have found
negative relationships between IQ scores and C.A. in culturally depressed
populations. Thus, it was hypothesized that culturally disadvantaged children
of higher potential would obtain lower intelligence quotients as chronological
age increased. An inspection of the correlation matrices revealed no sigai-
ficant relationships between chronological a3e and intelligence quoticiat8
(or scaled scores) derived from the following instruments. Stanford Binef
WISC. Performance and the WISC Information, Comprehension, Arithmetic and
Similarities, Picture Completion, Block Design, Object Assembly and Coding
sub-tests. Contrary to expectation, there was a significant positive re-
lationship between chronological age and the intelligence quotients derived
from the following scales; WISC Verbal, WISC Total, and the WISC Vocabulary
and Picture Arrangement sub-tests.
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One possible explanation for the finding that vocabulary skills increase
with chronological age is that the improvement in vocabulary skills reflects
the influence of formalized schooling. Because the children making up the
subject population of this study come from culturally disadvantaged homes,
it is likely that pre-school verbal stimulation is relatively sparse for these
pupils in comparison to children of middle or upper class backgrounds. It

can be hypothesized that placing these children in an academic situation where
verbal stimulation was greater than that previously experienced resulted in a
steady increase in vocabulary skills as they grew older and experienced con-
tinselly higher levels of verbal stimulation as they progressed through the
grades. Again, since these children apparently have relatively greater potential
than their cultural peers, it may be that they are able to obtain greater
benefit from the stimulation than did their less well endowed peers of similar
cultural background.

Further inspection of the correlation matrices indicates that, of all the
individual sub-tests of the WISC, the Picture Arrangement sub-test is most
strongly related to the Vocabulary sub-test. Although the evidence is not strong
enough to make a definite statement, the relationship between Picture Arrange-
ment and Vocabulary :?gests the possibility that success on the Picture Arrange-
meilt sub-test may be influenced by the development of verbal skills. The re-
quirement that the subject must formulate a logical story from pictured events
in order to meet with success on the Picture Arrangement subtest seems to
presuppose a general verbal development which lends credence to the belief that
formal schooling has had some beneficial effect ou verbal development.

It was also expected that of the culturally disadvantaged children of higher
potential included in this study, children of Negroid origin would score lower
on measures of intellecutal functioning than would their Caucasian peers.
correlations report,x1 in the matrices lend suppoe: to the above hypothesis.
It can be seen that significant relationships exist between all measures of
intellectual functioning and race with the exception of the Arithmetic and
Coding sub-tests of the WISC. The relationships, as indicated by the minus
sign are such that the Caucasian children scored higher than the Negro: children
on all standardized intelligence tests and their spb-tests except for Arithmetic
and Coding.

A further perusal of the correlation matrices provi-iss some clues as to the
possible reason for Negro children attaining lower scores than Caucasian
children. It can be noted that a highly significant relationship was found
between race and socio-economic stat The direction of the relationship
indicates that the Negro children ar, more likely to come from lower SES
homes than the white children included in this study. It is probable that
the children of lower SES are, in fact, more disadvantaged with respect to
cultural stimulation favorable to the development of skills necessary for
higher performance on standardized intelligence tests than are children of
high socio-economic backgrounds. Their findings are in agreement with numerous
previous studies since the Negro child has had fewer opportunities they
would thus score lower, (Haggard, 1954; Clark and Clark, 1953; Price, 1962;
Reis, 1953; Pettigrew, 1964).

The hypothesis that male culturally disadvantaged children of higher potential
would attain significantly lower scores on measures of intelligence than would
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feiales was generally not supported by the findings of this study. It
can be seen on the correlational matrices that no significant relation-
ships exist between intelligence measures and sex with the exception of
the Vocabulary and Coding Sub-Test of the WISC. The direction of this re-
lationship between the male and female scores on the Vocabulary sub-tests
indicates that females tended to do better than males. On the Coding sub-
tests, the males scored somewhat higher than the females.

Creativity

White a survey of the literature reveals an accelerated interest in the area
of creativity which has culminated in voluminous research, few st111 14.20
theoretical formulations have considered relationships between creativity
and low socio- economic status. Several authors however, suggest that creative
behavior can be observed in the lower socio-economic class population (David-
son et al; 1962; Riessman, 1962; Torrance, 1962). These reports call attention
to the need to investigate the nature and development of such abilities in this
segment of the population.

A test of creativity (experimental edition) devised by Torrance and adapted
for the Demonstration Project for Gifted Youth (Urbana, Illinois, 1963) was
used in an attempt to assess intellecutal functions believed important in
"creative" thinking. Scores on this instrument provided quantitative measures
of Ideational Fluency, Elaborateness, Originality, and Ideational Flexibility.

Evidence from several other investigations (Torrance, 1962; Getzels and Jack-
son, 1961) indicate that family and cultural factors play an important role
in the devaiopment of different styles or approaches to life which has a
differential effect on the development of creativity. Torrance reports some
studies in which different kinds of developmental curves of creative abilities
were found in a number of cultures -- American middle-class, American Southern
Negro, Indian, Samoan, and German. These differences have been attributed to
cultural or environmental factors rather than to any inherited characteristics.

In an intensive study of a group of high IQ children who were not outstanding
in creativity and a group of high creative children who were of above average
but not outstanding IQ, Getzels and Jackson noted differences between the two
groups in quality of pe :aonality. For example, personality differences were
reflected in the children's attitudes toward school, family background, choice
of friends, etc. Intellectual acquisitiveness and conformity characterized
the "high 1Q" group while intellectual inventiveness and innovation were more
indicative of the "high creative" group. One of the central concepts suggested
as differentiating the "high creative" children from the "high IQ" child was
the ability or predisposition to "take risks" as opposed to "playing it safe".
Willingness to take risks was manifested in a departure or deviation from group
ideas, in not being afraid r4f expressing divergent ideas, and in the production
of unique and individualistic results. Several variables which tend to dis-
criminate the "creative" from the "non-creative" family environment have been
identified, (Getzels and Jackson, 1961). The mothers in the "non-creative"
family tended to recall greater financial difficulties during their childhood
and at the present tended to express greater real or imagined personal in-
security than those of the "creative". Mothers in the "non- creative" faintly
were less often employed. Parents of the "non-creative" pupils also tended
to see more unfavorable qualities in their children and were less dissatisfied



with their own child- rearing practices. Implication (Gallagher, 1964) from
these findings suggest that financial hardships may tend to focus emphasis
on monetary success and security as life goals. With parents who are less
critical of a child and with a mother who is less often physically present,
greater independence in the child may be encouraged. In general, parents in
"non - creative" families tended to focus their concern on visible virtues
such as cleanliness, good manners, end studiousness while parents of the
creative focused on less visible qualities such as the child's openness to
expprinneA h4a values and his interests and anehnniaam,

According to Duvall (1946) lower class parents want their children to be
neat and clean, to obey, and to respect and please adults while middle class
parents want their children to be eager to learn, to love and to confide
in the parents, to be happy, and to share and cooperate. Bronfenbrenner
(1958) points out that middle class parents are reportedly more acceptant and
equalitarian while those in the lower class are oriented toward.maintaining
order and obedience, The essence of the difference seems to be that lower
class parents are concerned with immediate visible attributes of the child's
behavior while middle class parents are more attentive to the child's internal
qualities {Kohn, 1963).

Similarities may be noted between parental expectations of "non-creative"
families and lower class families. Similarly, parental commonalities in
expectations can be noted in "creative" families and middle class families.
It would appear that the orientation of middle class parents to child -rear-
ing practices is more conducive to the development of characteristics which
are necessary for creative thinking than is true of lower class parents.
Although the !mato-economic range in this study is limited to the lower class,
it was inlieved that the U-L socio-economic group more closely approached middle
class standards than the L-1, socio-economic group. Thus, it was hypothesized
that culturally disadvantaged children of higher potential would attain higher
scores on creativity as socio-economic status increases.

Since the raw scores on the creativity subtests are not directly comparable, the
raw scores were changed to standard scores with a unit normal-distribution in
order to permit comparison. In an analysis of variance between the creativity
subtest standard scores and socio-economic levels, no significant differences
were found between the U-L and 1.-1, socio-economic groups on any of the creativity
subtests and there. are no significant interactions between eocio economic level
and creativity subtests. Thus, it appears that the two socio-economic groups
do .not differ.qualitatii/ely. Since 'the scores had to he .normalired and since
there are no national norms, no statements can be made as to whether the groups
are below ncr©e on any, or all of the subtests.

Since raw scores are used mcre frequently in reporting qualitative results
of studies of creativity and since raw sore of creativity tests are used in
determining developmental patterns of creativity, a statistical analysiv of
the raw scores of the creativity subtests wee considered to be appropriate.
Differences between the mean row scores on each of the creativity subtests
for each of the two socio-economic groups was tested by a one-way analysis of
variance.
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As indicated by these analyses of variance, there was no significant differences
in scores attained by the U-L socio-economic group and those attained by the
L-L socio-economic group for each of the creativity subtests -- Fluency,

Originality, and Flexibility. There was, however, a significant difference

between the two groups on the Elaborateness subtest. Thus, the hypothesis that

culturally disadvantaged children will attain higher scores on creativity as
socio-economic status increases, is not supported by the analysis based on
standard scores and receives only minimal support from the analysis based on
raw scoces.

It is quite possible that the measures of creativity utilized in this study are
MD gross that differences within the limited socio-economic range could not be

delineated. Perhaps, within a broader socio - economic spectrum, differences
would be evidenced. It is difficult to explain why the U-L children scored
higher on the Elaborateness subtests and did not score higher on the three
other measures of creativity. One possible explanation is that the Elaborate-
ness test may be measuring persistence and attention to detail rather than the

ability to see new and unusual relationships. This post hoc hypothesis should

be subjected to further evaluation before acceptance.

Differences between the mean raw scores for the grade levels on each of the
creativity subtests were tested by a one-way analysis of variance. Signifi-

cant differences were found between grade levels for each of the subtests.
On the basis of the developmental curves based on mean scores the following
patterns can be observed for each of the subtests: (1) Fluency -- children

seem to make progress in grades K, 1 and 2, level off at grade 3, and resume

progress through grades 4 to 6; (2) Elaborateness - children progress markedly

up through grade 3 where there is a sharp decline followed by a plateau in

grades 4 through 6; (3) Originality - - progress is indicated in grades K
througa 2 with a plateau effect in grades 2 and 3 followed by continuous pro-
gress through grade 6; (4) Flexibility - - children's progress in grades K

through 2 with a plateau effect in grades 2 through 4 followed by improvement
through 6. See Graphs 2 - 5.

It should be noted that the growth pattern suggested by.the elaborateness scores
differs from the patterns of the other three scales. It may well be that the

style of response to the stimuli changes radically at about the fourth grade
level and thin, although the child's response might be considered to be qual-
itatively better, it contains fewer specific details, hence, receives a lower
scare according to the scoring criteria.

In general, for the subjects in this study, growth in creativity seems to be
arrested or declines at the second or thrid grade levels with recovery at
the third or fourth grade. These findings are somewhat consistent, although
earlier, than those reported by Torrance (1962) in which middle class children
showed specific periods of decline at about ages 5, 9 and 12 with the most
acute decline at about age nine or in the fourth grade. In a southern Negro

sample from segregated schools, on the other hand, Torrance reports a slight
drop :u the developmental curve between the second and third grades with con -

sidei 'e growth between the third and fourth grades.

Torran, :1962) has suggested that the discontinuity in growth observed at
about age nine, when the child reaches the fourth grade, may be attributable
to several things that happen at the fourth grade level in school. In his

study a number of children reported that there were many influences which they



felt coerced them to become less imaginative, curious and original in their
thinking. At this time, classroom activity becomes more organized and formal,
subject matter is different, homework is assigned, papers are expected to be

neat, credit is received for what is put on paper, and more mattim,e and con-
forming behavior is expected. It may be that middle class children ft.:iv.. 1.,A

many experiences in the home which have helped prepare them for school, hence

find the general acitivities !la grade K through 3 to be interesting but not

overly demanding. Academic demands of a specific nature which markedly in-

creased in grade 4, tend to temporarily overwhelm them and thus lower

creativity. On the other hand, lower class children lack preparation for

school, hence, become overwhelmed at an earlier age.

Evidence from studies (Torrance, 1.962, Iscoe and Pierce-Jones, 1964) involv-

ing the assessment of creativity in different cultural or sub-cultural groups

indicates a differential development in creative ability between Negro and

white children. Implications from various research findings suggest that the

different family expectations of these two races can play an important role

in the development of characteristics contributing to creative thinking. Of
course, since race is confounded with SES in tie general culture, expectations

associated with SES may cause the difference.

The Negro family is said to be even more authoritarian in nature than is that

of the lower class generally (Ausubel,1963). Negro children are expected to
be obedient and submissive and insubordination is suppressed by harsh and
often brutal physical punishment (Dai, 1949; Hill, 1957). From a broader
cultural viewpoint, the Negro child has unfortunately been subjected to an
inferior caste status and almost inevitably has acquired a negative self -

esteem, (Ausubel, 1963). These family patterns and personality characteristics

appear not to favor the development of independent behavior and the emergence
of risk-taking characteristics, or to provide a sense of security that would
foster departure from group ideas in terms of divergent thinking.

Thus, on the basis of research evidence obtained through studies of cultural
status and family child-rearing practices, it was hypothesized that there would
be a significant difference between races on measures of creativity. Since

no relationship was found between race any of the creativity subtests, the

hypothesis was rejected.

Longitudinal studies reported by Sears et al, (1957) and Bayley and Schaefer
(1960) stress the marked differences in the developmental patterns of boys and
girls which result from the different social roles and different life patterns
imposed by both family and culture. Suggestions are that the social expectations
for girls tend to inhibit the development of creative thinking or the expression
of divergent ideas (Gallagher, 1964; Torrance, 1959). Indications of Chiv
differential development is found in the area of school achievement where girls
do as well or better than boys but, in adulthood produce relatively few high-
level creative scientists, writers, etc. Thus, a significant difference in
scores on the creativity measures for boys and girls was expected. This ex-
pectation was not confirmed since no significant correlations between sex and

the creativity subtests were obtained.

On the premise that the child who perceives himself as accepted by others would
be confident in himself and his ability and would feel secui-a in risking the
expression of divergent ideas, a positive relationship between creativity and
perceived attitudes of others -- peer, parent and teacher -- was expected.
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No relationship was found between perceived peer attitudes and any of the
measures of creativity. On the other hand, the child's perception of his
parents as accepting and intrinsically interested in him was significantly
related to the Fluency, Originality and Flexibility subtests but not Elabor-
ateness. Furthermore, there was a significant relationship between perceived
teacher acceptance art,'.! the Fluency, Originality and Elaborateness subtests
but not Flexibility. Although all the above relationships appeared to be
significant, there was considerable confounding with chronological age. When
chronological age was held constant through partial correlation in each of
the above relationships, all of the relationships were found to be non-:
significant. Thn hypothesis concerning expected relationships between creativity
and perceived parent, teacher and peer attitudes was not confirmed.

Available research results support the conclusion that the correlation between
measures of creativity and intelligence is positive but low Wthesifted
populations (Barron, 1957; Flanagan, 1959: Getzels and Jackson, 1959vternes
et al 1961; Torrance, 1959; Yamamoto, 1961). While the results of most studies_
indicate that the highly intelligent child is not always' the most creative,
there are suggestions (Anderson, 1960; Torrance, 1961) that a certain:level
of intellectual ability is necessary for creative-thinking. Thus;-.ii-:.as._
believed that there would be a significant relatiOnibip between measures of
creativity and intellectual ability for the subjects, of this study., While'
this expectation was not confirmed when the measures of-creativity and-:the-
Stanford-Binet IQ were considered, there was..a significant relationship ,be-
tween each of the four subtests of the creativity. test and_WISC Verbal IQ,
WISC Performance IQ and WISC Total IQ. The reason for the' relatiOnshiP- bea,-
tween the creativity subtests and WISC IQs but not Stanford -Binet IQ
certain.

A comparison of the relationships between the WISC subtests and the creativity
subtests reveals the following: 11) Fluency with Arithmetic,
Vocabulary, Picture Arrangement, and Coding; (2) Elaborateness with. Vocabulary,,
Picture Completion, and Picture Arrangement; (3) Originality with-Arithmetic,
Vocabulary and Picture Arrangement and (4) Flexibility with,VOCabUlary4-PiCi%_
ture Arrangement, and Coding. As can be seen, two'WISC-subtests, Vocabulary
and Picture Arrangement, are related to each of-the creativity ',Oubtests. --
According to the results of a factor analytic study of the-lWeelisleriel*owe:-
Intelligence Scale (Davis, 1956), the Vocabulary subtexts is related to 4c
verbal comprehension factor and supposedly refelects the range of ideas,,
memories, and relationships-an individual has acquired and organized into
verbal meanings (Hayman et al 1951). -Results of a factor analytic siUdy.Of..
the WAIS (Cohen, 1957) provides evidence to,suggest that PictureArrangement
might well be related to a verbal comprehension factor. Also the .relation
ship between Vocabulary and Picture Arrangement in this study suggests the
possibility that success on Picture Arrangement may be influenced:bythe
development of verbal skills which are possibly learned throughichool
ing. Thus, verbal abilities would seem to be involved in creativity as
measured by the instrument used in this study.

After considering the relationship between Vocabulary and Picture Arrangement
and the Creativity Subtexts, certain residual relationships suggest, important
but still to be validated ideas. For example, the relationship between fluency



and arithmetic suggest that fluent individuals may focus on specific
details. The relationship between fluency and similarities suggest that
fluent individuals find it easy to perceive commonalities in selected
aspects of their environment. (A can is seen as holding plum, pears,
tomatoes, etc.). The possible relationship between fluency and coding is
less obvious, but the fluent person may quickly establish c relationship
between two concepts and thus do well in a coding task.,.

The relationship between the Elaborateness subtest and Picture Completion
subtest might have been expected on the basis that success on both subtests
involves a perception of and attention to detail and possibly the ability
for visual organization and integration.

The apparent relationship between Criginality and Arithmetic remains a
puzzle. The relationship between Flexibility and Coding suggest that indi-
viduals who do well on the coding task must maintain a posture which involves
them to shift quickly from one cue response set to another without productive
inhibition.

Results of several studies (Getzels and Jackson, 1959; Torrance 1959;
Tamanoto, 1960) provide evidence which indicates a positive relationship
between creativity and achievement in gifted subjects. Torrance (1960), on
the other hand, obtained results with children whose IQ levels ranged from
100 to 150 on various tests of intelligence. Therefore, it was hypothesized
that children in this study would attain significantly higher scores on
achievement tests as creativity scores increased.

The Stanford Achievement Test Battery was administered to the subjects in
grades two through six and the Iowa Test of Basic Skills 'was administered to
the 'fourth, fifth, and sixth grade children. Although many of the relation-
ships between the subteste of the achievement tests and OreatOity.pubtests
appeared significant, there was considerable confounding with_chrOnOlogical
age. When chronological age was held constant through partial. correlation
in each of the relationships, only the relationships between the Stanford Word
Mearing and Paragraph Meaning subtests and the Flexibility subtest were found
to be significant. Thus, with the exception of these two relationships, the
expectation that children would attain significantly'higher scores on achieve-
ment tests as creativity increased was not confirmed.

Psycholinguistic Abilities

From a review of the literature (Deutsch, 1964b; Weaver, 1963; John, 1963;
Irwin, 1948; Bernstein, 1960; Anastasi, 1952), it is: apparent that culturally
disadvantaged children are deficient in language. No studies were found, how-
ever, that investigated the psycholinguistic patterns of culturally disadvantaged
children of higher potential. Since this study was concerned with determining
the components of an educational program for these children and since the
language area is of major concern, it was deemed appropriate to evaluate
psych linguistic functioning as one aspect of this investigetioiiv

It warn hypothesized that these sk,bjects would be markedly deficient in
psycholinguistic abilities. It lieu found that when these children were com-
pared with the top 20 peg cent of the children in the norm group on both
language age and standard .scores, the subjects were markedly belcv expectancy
on all nine subtests. Thus, this hypothesis was confirmed.



It was also hypothesized that there would be differential development in
psytholinguistic abilities. The findings, when langauge age scores are
utilized, indicate that there is a significant differential development of
the psycholinguistic abilities of these children. It was found that accord-
ing to language age scores the children had average language ages of 6.9 to
7.0 in the Vocal Encoding, Auditory Vocal Sequential, and Visual Decoding areas
which can be viewed as relative strengths. According to language age scores,
areas of relative weaknesses appeared to be in the Motor Encoding, Auditory
Vocal Automatic, and Visual Motor Association in which the children attained
mean language age scores of 6.2 to 6.3.

If the mental age is used to establish a child's expected level of function-
ing and if there is no differential effect from deprivation or other factors,
it would be expected that the mean language ages should be comparable to the
mean meatal age attained on the Binet. The mean chronological age of the
group was 6.2 and the mean mental age for the group was 7.1. In comparing the
mean language ages with mean Binet mental age, it was found that differential
results were obtained. The Visual Decoding, Vocal Encoding, and Auditory Vocal
Sequential mean language age scores did not differ from the Binet mean MA scores.
On the other hand, the mean language ages for the Motor Encoding, Visual Motor
Association, Auditory Vocal Automatic, and Visual Motor Sequential subtests were
significantly different from the mean Binet MA. It would appear that these
culturally disadvantaged children do score differentially on the ITPA, thus
confirming this hypothesis.

On the other hand, when the standard scores method of analyzing the data is
used and these results are compared with the standard score equivalent of the
IQ, the ITPA scores in all areas are significantly below the IQ derived from
the Binet. Thus, a teacher who utilizes the language age scores in the develop-
ment of an instructional program may be faced with somewhat different problems
than the teacher who uses the standard score method.

A comparison of the results obtained by using the Language Age scores and
Standard Scores in analyzing ITPA results indicates that there is softie agree-
ment between the two methods in that Visual Decoding was a "strength" on both
scales while Motor Encoding, Visual Motor Association and Auditory Vocal Auto-
matic were "weaknesses" on both. Also a "neutral" or "mid-finding" was found
on both scales in Auditory Vocal Association. Discrepancies 'were found in the
Vocal Encoding, Auditory Vocal Sequential, Auditory Decoding and Visual Motor
Sequential Areas. According to the Language Age score, the Auditory dec,2...ng
was a high "neutral", while according to the Standard Score method it Teas a
"weakness". Ranking the mean subtest scores obtained according to each of the
scoring methods and re-ranking the summed ranks, indicated that the auditory
decoding scores fell in the middle of the distribution. Hence it was decided
to consider Auditory Decoding as a "neutral" finding. The Visual Motor Se-
quential area was significantly low according to standard scores and approached
being a significant "weakness" according to the language method. A review of
the patterning suggests that the Visual4lotor Sequential area should be con-
sidered an area of weakness. According to Language Age scores, the Auditory-
Vocal Sequential mean score was significantly high, however, the StandardsScore
was a solid "netural". It was felt that the Language Age score might be some-
what biased and thus it was decided to consider this as a qualified "neutral".
According to Language Age Scores, Vocal Encoding was a strength, but was only
a high neutral according to the standard scores. In view of the high rank order
of the score when both methods are utilized, it seemed best to consider it a
"strength". In summary, the strengths were considered to be Visual Decoding
and Vocal Encoding, with Auditory-Vocal Sequential a high "neutral". Weaknesses
were in the Motor Encoding, Visual Motor Association, Auditory Vocal Automatic
and Visual Motor Sequential areas.
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Weaver (1963) reported that the Auditory Vocal subtext scores were lower
than the Visual Motor subtest scores. The results of the present study
suggest' that the culturally disadvantaged subjects of higher potential are
relatively high in the Visual Decoding and Vocal Encoding and relatively low
in Visual Motor Association., Motor Encoding, Auditory Vocal Automatic, and

Visual Motor Sequential. The findings of these two studies are not in total
agreement. The Auditory -Vocal Automatic scores were found to be weaknesses in

both studies; however, contrary to Weaver, the Visual-Motor subtest scores
were significantly lower than the Visual Decoding subtest scores in the present
study. The findings of this study on culturally disadvantaged of higher
potential a?!.so in that these children were relative'!" strong .in Word

Encoding and relatively deficient in Motor Encoding. One might conjecture that

since Weaver's subjects were all Xlegroes, race might explain the differences.
A review of the findings indicate that race was associated with Auditory Vocal
Automatic, Visual-Motor Sequential, and Auditory-Vocal Association. since

only one of the unqualified low subtests (Auditory Vocal Automatic) and one
qualified low subtest (Vie.ml-Motor Sequential) were related to race and two

low subscales (Visual Motor Association and Motor Encoding) were not related

to race and one neutral subtest (Auditory Vocal Association) was related to

race, it would seem that race does not account for these findings. These find-

ings did not appear to be associated only with those scales which were related

to race in this study. It would appear then that some other factors such as
a southern vereus a northern culture, different educational programs, different
children rearing practices, and different levels of intellectual ability might
be factors contributing to differences in ITPA performance.

Simnel and Mueller (1962) found correlations of -.53 to -.62 between the ITPA

subtests and MA among their mentally retarded subjects with IQ's ranging from

20 to 80. In the present study significant relationships were found only be-

tween MA and Auditory Vocal Association (.35) and Auditory Decoding (.35). One

possible explanation for lack of other significant relationships might be due

to the :litxtbgeneity of the subject population in this study. `-The homogeneous
method of selection of this population nay have reduced the effect of some

of the variables that might otherwise have permitted the demonstration of larger

correlations between MA and ITPA subtest scores. This suggests that, in general
the ITPA is getting at factors other than those assessed by the Stanford-Binet
and WISC when used with such a homogeneous population of higher potential.

It was hypothesized that there would be a significant relationship between
socio-economic status and psycholinguistic abilities. The findings indi-

cate that there was a significant relationship between Auditory Vocal Assoc-

iation and socio-economic status and Visual Motor Sequential and socio-economic
status. There was, however, a significant relationship between race and socio-

economic status (.65) within the selected sample. Partial correlations between
Auditory Vocal Association and socio-economic status and Visual Motor Sequential

and socio-economic status controlling for race indicate that the relationships

between these two ITPA scales and socio-economic status are attributable to

race rather than to socio-economic status. There was no relationship between the

socio-economic status and the other UFA subtests. It may be that the other

ITPA scales are related to SES in a heterogeneous population, however, the

hypothesized relationships were not demonstrated in this study which involves

a homogeneous population.

.113.



It was hypothesized that there would be significant differences in scores

on testa of psycholinguistic abilities with respect to sex. This hypothesis

was refuted since no significant relationships were established. Anastasi

(1952) round that there was a significant correlation between sex and race,

such that girls surpassed bays among whites in language development, while the

reverse was true among Negroes. Since approximately equal numbers of boys and

girls from both the Caucasian and Negro races made up the subject population

of this study, it may well be the reversal. effect found by9Anastasi:is !wash-

ing out" any sex relationship. The small N discourages any valid testing

of this possible relationship.

It was hypothesized that there mould be a differential relationship between

measured intellectual abilities and psycholinguistic abilities. There were

significant relationships between the Auditory Vocal Automatic, Auditory

Vocal Association, and Auditory Decoding subtests and the Stanford-Binet IQ

and the WISC Verbal, Performance and Total IQ's. While these findings suggest

some relationships between psycholinguistic abilities reflected by the above

ITPA subtests and measures of general intelligence, none of the other ITPA

subtest scales were related to these major measures of intellectual ability.

A comparison of the ITPA and WISC Subscales yielded only a few significant

relationships. Since there were only a few significant relationships between

the WISC subscales and the ITPA subscales, caution should be observed to avoid

making a "Type II" error in interpreting results. One finding of the WISC -

ITPA comparison was the Auditory Vocal Automatic subscale was related to

Vocabulary, Picture Arrangement, and Block Design. It might be that the re-

lationships between the Auditory Vocal Automatic and the Vocabulary and the

Picture Arrangement Scales are attributable to verbal understandings. The re-

lationships between the Auditory Vocal Automatic and Block. Design subscales

is more difficult to interpret. Evaluation of this relationship suggests that

the most parsimonious explanation might be that the relationship between Audi-

tory Vocal Automatic and Block Design reflects a commonly held relationship

associated with race. A partial correlation controlling for the relation-

ship with race reduced the obtained correlation between Auditory Vocal Automatic

and Block Design to one that does not reach significance. A similar comparison

rev.sled that race had no effect on the relationships between Auditory Vocal

Automatic and Vocabulary or Picture Arrangement in this population. Thus there

is support for the post hoc belief that the relationships between Auditory

Vocal Automatic and Vocabulary and Picture Arrangement are due to verbal factors.

Motor Encoding is significantly related only to the Picture Completion subscale.

Although this could be a chance relationship, a much more tenable belief is
that each is measuring the child's ability to comprehend visually presented

stimuli which are concerned with concepts that are commonly available in the

average environment.

The Auditory Vocal Association scale is related to Picture Arrangement, Object

Assembly and Information. One of the possible explanations for these relation-
ships is that children who do well on these measures will have learned a

certain amount of average, concrete information which enables them to make the

necessary associations.

Auditory Decoding is relatp0 to the WISC Vocabulary. It is apparent that a
child whet be able to understand auditorily presented material at this age level
if he is to obtain a high score in the vocabulary test of the WISC.
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In summary, the ITPA is related differentially to the WISC subscales and

to the Stanford-Binet, such that a few of the ITPA subscales seem to be
tapping areas that are tapped by the WISC or Stanford-Binet while others
assess areas that are not measured by the WISC or the Stanford-Binet.

Academic Achievement

One of the major concerns of this study was to investigate the academic
attainments of the children and the relationships of these attainments with
the other major variables in the study. Factors associated with the socio-

economic status are of prime importance in the present study. Hill and
Giammatteo (1963), Currey (1962), Sexton (1961), and many other researchers
have found that the rate of achievement of children of lower socio-economic
levels is slower than the rate of children from higher socio-economic levels.
In view of these findings, it was hypothesized that the children of lower-
lower socio-economic status would attain poorer scores on achievement tests
than children of upper-lower socio-economic status.

When socio-economic status is correlated with the various achievement subtests
on the Stanford Achievement Test, socio-economic status was found to be re-
lated to the Stanford Word Meaning and Paragraph Meaning subtests. Although
race was also related to socio-economic status, a partial correlation between
socio-economic status and the Stanford Achievement Word Meaning and Paragraph
Meaning subtests with race held constant indicated that there was still a
significant relationship (.16) between socio-economic status and Word Meaning
and Paragraph Meaning.

A determination of the relationships between the Iowa Test of Basic Skills sub-
tests and socio-economic status indicates that there is a relationship only

between socio-economic status and the Vocabulary subtest. Again, although there

is also a significant relationship between race and the Vocabulary sub'72st, a
partial correlation indicates that there is still a small but significant
correlation between the Iowa Test of Basic Skills _Vocabulary section and the
socio-economic status of the children even when race is held constant. From
these findings, it would appear ....for the children included in this sample,
there is a relationship only between reading vocabulary scores and socio - economic
status. Although these results appear to contradict the findings of Hill and
Giamnetteo (1963) Sexton, (1961) and others it shoadbe remembered that this
is a restricted population both in terms of ability and socio- economic status
and thus for this sample, it is not too surprising to find that there is no
relationship between socio-economic status and achievement other than with
vocabulary. These findings, in one sense, are similar to those of Currey (1962)
who found no relationships between socio=economic status and scholastic
achievement among his high intelligence group. One major difference between this
study and Currey's study might be associated with differences in the selection
of subjects. Currey selected his subjects on the basis of CTMM scores. The
findings of this study, however, suggest that scores on measures of intellectual

.functioning are related to socio- economic status. Thus the method of selection
of Currey's aUbjectsvhd euv selected according to their CTMM Scores in an
attempt to provide matched IQ groups, differes significantly frmn the method
used in this study.

In support of their belief, a persual of Currey's tables suggests that the
selection of his subject was biased by the relationship between SES and scores



on group achievement tests. Our extention of their interpretation suggests

that the children in Currey's high ability low SES group were the most highly

talented in their SES group since only a relatively few met the cut off

criteria and, then, could be classified as of high ability. Thus, Currey's

high ability - high SES group probably contains children who are moderately

talented and highly intellectually stimulated as well as the highly talented

and highly stimulated child. His high iq - low SES group, on the other hand,

probably includes the highly talented, poorly stimulated child, but does not

contain the moderately talented, poorly stimulated child. Also a ceiling

effect may have effected the results of Currey's highly talented - highly

stimulated individuals. Thus, SES has an effect on the achievement of

potentially intellectually talented children.

The preceeding findings were based upon the scores obtained from all of the

subjects in this study who. have been administered the achievement test appro-

priate for their age, grade placement and level of achievement. It was also

considered desirable to determine whether or not there was differential

functioning between selected achievement and differences in socio-economic

status. Since some of the subtests administered at the first or second grade

level in the Stanford Battery are not designed for administration at a high

level and some subtests are not designed for administration until late in the

elementary program, only subtests that cover a wide range of grade placement

were selected for comparisons through an analysis of variance. The subtests

selected for comparison were Word Meaning, Paragraph Meaning, Spelling,

Language, Arithmetic Computation and Arithmetic Concepts. The findings of

the analysis of variance indicate that there was a significant interaction

between socio-economic status and the subtests. Such a finding -indicates

that an additional analysis should be made to determine the differences in

achievement for the UL socio-economic children and the difference in the

achievement patterning of LL children. According to the results, the children

from the UL socio - economic group achieved at significantly higher levels in

the areas of Spelling, Word Meaning and Arithmetic Concepts. They achieved

significantly lower in the Arithmetic Computation and Language areas and

scored at a mid 'position in Paragraph Meaning. Thus, it can be seen that

the UL children function best in areas that they can handle in a concrete way.

These findings somewhat contradict the findings of others which suggest that

disadvantaged children perform lower in reading than in arithmetic. On the

other hand, some investigators found no differences in functioning in reading

and arithmetic. One other possibly confounding problem is that these differ-

ences may be a function of the methods used in instructing the children in

this study within the present school program which is essentially based on

a phonics approach to teaching reading and a standard approach to teaching

arithmetic. Findings might be somewhat different in other school systems

where a different curriculum exists.

In addition to the findings that these children function differentially on

the Stanford Achievement Test Srftests, it seemed important to determine the

discrepancies, if any, between the actual achievement of these children and

expected achievement derived from other means of development. The Horn Formulas,
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(1941) which are based on differentially weighted chronological and mentalage scores, were used to compute the expected reading, arithmetic, spellingand language grade placement scores. A comparison of the attained achieve-ment mean score with the expected achievement mean score based on the Stan-
ford-Binet CA and MA indicated that children of the upper-lower socio-economicgroup were achieving from three-fourth to one full year below expectancy inall areas except spelling. Thus, it can be seen that these children are under-achieving even on the basis of expectancies derived from Horn Formula unex-pected scores utilizing data from indiildually administered tests. Further-more, it should be noted that scores attained by the children on individualmeasures have been shown to be markedly beneath the scores expected ofchildren in the top 20 percent of the population. Thus the hypotheses wereconfirmed that there was differential functioning in these children nseaciatedwith socio-economic status, and that these children were achieving below ex-pectancy in almost every area.

As was mentioned previously, an analysis of variance of the Stanford Achieve-ment subtests indicated that there was a significant interaction between socio-
economic status and the subtests. Consequently, further analysis of thedifferences within the LL socio-economic level was made. The findings indi-cate that there were some differences between the subtext scores attained by
the children of the IL socio-economic level, however, these differenceis weretot as marked 416 those found for the UL group. For the LL group, only theArithmetic Concepts score wee significantly higher than any of the -other scores,while the Paragraph Meaning aubtest mean score was significantly lower than the
other scores. Thus, it can be seen that Spelling, Language and ArithmeticComputation tended to be the mid level of functioning for these children. Thesefindings are somewhat different from the findings obtained for the UL groupwhere Paragraph Meaning was at the mid level of functioning (instead of the low)and Spelling and Word Meaning were high (instead of in the mid range) and
Arithmetic Computation was & low achievement area (instead of the mid range for
the lower-lower socio - economic level children).

Again, it was considered desirable to compare the attainments of the LL socio-
economic group with the expected achievement derived from the Horn Formulas.
Results of this analysis indicate that the children of the LL group achieved
significantly below expectancy in all areas except Arithmetic Concepts. This,of course, is an extremely significant finding, educationally, since the child-
ren are underachieving by .7 to 1.1 years.

An additional assessment of the academic attainments of the children in this
project was also gained through the administration of the Iowa Test of Basic
Skills (rEBS). This test, is designed for use with children who are in the
third, fourth, fifth and sixth grades. It was decided to administer the com-
plete battery to the children who were in the fourth, fifth and sixth grades.An analysis of variance of the ITBS scores of these children indicates that there
was no difference between the achievement levels of the subjects from UL
and LL socio-economic groups. Further, there was no interaction between the
Iowa Test of Basic Skills subtests and the socio-economic variable. Thus itTlet s considered appropriate to consider these subjects only as coming from one
sub-group and to evaluate differences between the achievement subtests for
the total group.

SO
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The .1!riadings indicate that the fourth, fifth and sixth graders in this study

obtain th,.4.1..r highest acade4ic achievement in Capitalization and somewhat

lower attainments in the areas of spelling, word reading, reading comprehension.

The children were significantly low in areas of Punctuation, Arithmetic

Problem Solving and Map Headings Achievement in the work study skills areas

of the Use of Reference Reading Graphs and Tables and Map Reading rank 5,

8 and 9 respectively with regard to the other mean scores of the ITES. Thus

it might be said that the achievement in the Work Study Skills areas is signi-

ficantly lower than the average of the other sub scales. Of additional signi-

ficance is the fact that there was a full year's difference in the grade place-

ment scores between the strongest and the weakest areas. Them findings differ

from those of Sexton (1961) who found that the scores of lower income children

were depressed in the reading subtest areas while their scores on the Work

Study Skills and the Arithmetic sections were relative to the composite scores,

better than those of upper income groups. These differences may be attributable

to the possibility that Sexton used a random sample of children while the sub-

jects in the present study were of above average potential. Another possible

reason for the differences is that the children in this study may have been

provided with a curriculum different front the curriculum provided the children

in Sexton's study.

From the proceeding findings it can be seen that these children did not

necessarily score significantly lower in reading than inaritbmeticcompu-

tation or spelling. Thus this hypothesis was not confirmed. In coptrast,

it would appear that culturally disadvantaged children of higher potential

might attain better scores in the reading area than had been previously

believed. This differential finding might be a function of differences

among the curricular offering's rather than differences among the children.

Further, it would appear that these children are able to do better with the

less demanding reading task of reading words or short sentences as compared

with comprehending paragraphs.

Comparison of the scores attained by the children on the Iowa Test of Basic

Skills with the expectancies derived from the Horn Formulas indicates that

the subjects are achieving significantly below expectancy in all areas except

Capitalization. Again, the subjects are underachieving from .6 to 1.3--yearis

which is educationally significant. It should be noted that the exp=6;aucy

scores obtained from these children using the Horn Formulas are prebably de-

pressed by factors associated with cultural deprivation. Hence, these Ihildrev

are neither achieving at the level that might be expected of them according

to their position in the top 20 per cent of the population or at the less

demanding level established by their own functioning upon individual measures

of intellectual ability which, of course, are affected by lack of emperiemes

due to their cultural deprivation. Thus again, there is support for the

hypothesis that these children will not achieve at a level that might bm ex-

pected according to measures of their intellectual ability.

It was hypothesized ticat Negro children would attain significantly lower

scores on achievement tests than did their Caucasian peers. A review of

the findings indicate that there zas a significant relationship only between

racial origin and Stanford Word Meaning: Stanford Paragraph Meaning, Iowa

Vocabulary and Iowa Map Reading subtests. Thus this hypothesis was supported

in only four out of seventeen possible areas. It should also be noted that

two of the areas, Stanford Word Meaning and Iowa Vocabulary are similar.



These findings lend differential support to this hypothesis to the extent

Thus it might be said that children of lower socio- economic status of Negro
origin

of the frequent findings of studies such as the New York City-investi-

origin attain as well as similar children of Caucasian origin.

that it might be said that racial group membership among children of lower

the Word Meaning area, but is not associated with success in other areas.

nuAntlIp reported

socio-economic status is associated with success in reading, particularly

gation (Public Education Association, 1955) is that Negro children are fre-
tA ac eve Ai* A inWar rate ".44%.e..0 T. 14.. .aait.--r----- - ..... in

wausis

previous findings, it was hypothesized that children of the Negro race would
do less well on achievement tests than did their Caucasian comparison group.
The findings indicate that only two of six of the relationships between the
Stanford Achievement subtests (Word Meaning and Paragraph Meaning) and race
were significant. In addition, it was f9und that there was also a signifi-
cant relationship between the Stanford sub tests of Word Meaning and Paragraph
Meaning and socio-economic status. When the effects of socio-economic status
are controlled through partial correlation methods, it was found that no
significant relationship obtained between race and achieveMint.

When achievement was measured by the Iowa Test of Basic Skills, only two
Of the eleven possible re ationihips between achievement (Vocabulary and
Oral Reading) and race were significant. Again, when the relation hip with
sodio-economic status was controlled through partial correlations, it was
found that there was no significant relationship between the Iowa Test of
Basic Skills subtests -- Vocabulary and Map Reading -- and race., Thehypo-
thesis of a significant relationship between race and achievement is therefore
rejected. Too frequently, it would appear that previous findings showing a
relationship between race and achievement might be 4 function of the children
coming from lower socio-economic homes wherein there is limited intellectual
stimulation rather than because of race per se.

Fowler (1957) investigated pupils performance on several conventional and
culture-controlled mental scales. The findingS,indicated that girls-tended
to do better than boys on the Hermon Nelson and Detroit Alpha Test. Other
findings generally (Olson, 1959; Smith, 1941; Tyler, 1947) indicate that.giris
tend to do better on the verbal activities whereas boys tend to do better _on

arithmetic and performance types of activities. From this irwas-felt'that:
there might be a relationship between sex and academic achievement. The find-
ings indicate that the Stanford Spelling and Arithmetic Compumtion_eubtests
were related to sex such that girls tended to do better than the bOys on both-
of these measures. On the Iowa Test of Basic Skills, the girls tended to do
better than boys on Comprehension, Spelling, Captalization, Punctuation,
Usage, Graphs, and References. It should be noted that the tom Test, of Basic
^kills was administered to only the fourth, fifth and sixth graters-whereas,the
wijuamd was administered to children in grades two through six. Thus it

superiorizir that when girls do better than boys they manifest their greatest

gruent with tlupe upper elementary grades levels. These finding; are con-

have shown that of other investigations (Olson, 1959; Tyler, 1947) who

possibly as a res: Am2d to do better than boys in the elementar! schools,Z
"heir maturation. The findings, therefore, supportth e hypothesis that there

sex. Furthermore, the f'-11
a relationship between academic achievement. and

a culturally disadvantaged suggest that girls of high potential from
antaged popillmtion will tend to do better than boys oncertain tasks.



It was hypothesized that there would be a significant relationship between

academic achievement and intelligence quotients. Previous studies such as

that of St. John (1930) have shown that relationships between IQ scores and

achievement scored tend to ©luster around .50. it ehould be noted that this

finding was derived from a heterogeneous population, while the population
of this study was more restricted.

Roberts (1965) in a review of the literature describes numerous studies that
report relationships of .40 to 450 between various measures of ability, such
ac the SAT, and college grade.; for Negro atudeuts An i...repbrtent co.eitleration

is that these findings are obtained from a more homogeneous population, bright
Negores, who are similar to those in the present study.

The present findings indicate that the Stanford-Binet tq scores were related
significantly to all of the subtests of the Stanford Achievement Test and
Iowa Teat of Basic Skills. The Binet IQ was most highly related to the Lan-
guage and Arithmetic Concepts sections of the Stanford Achievement Test and
the Comprehension and to a lesser extent the Vocabulary and,Language Usage
sections of the Iowa Test of Basic Skills. In general, the Stanford-Binet
IQ scores tended to be least related to the Spelling and Arithmetic Computation

sections of the Stanford and the Iowa.

The WISC Verbal. IQ was also related to all of the subtests of,the Stanford
Achievement aid Iowa Test of Basic Skills. In almost every instance, however,
the relationship between the WISC Verbal IQ and achievement was higher than
was the relationship between the Stanford-Binet IQ and achvement. The
difference was somewhat striking. For example, the median relationship between

the Stanford Binet IQ and the Stanford Achievement zuttests was .25, while
the median relationship between the WISC Verbal IQ and the Stanford' Achievement

subtests was .39. The range of relationships with the WISC verbal,. IQ was

.34 to .51 while the range for the Stanford-Binet was .17 to .42. Similarly,
the median c,rrelati©n between the Stanford-Binet and the Iowa Test of Basic
Skills subtests was .2i; with a range of .20 to .78 while the median for the
WISC Verbal was .43 with a range of .27 to .56. Thus, it would appear that

the WISC Verbal Scale might provide a more adequate estimate of a child's

functioning on an achievement test than the Binet.

Caution should be used when interpreting these findings. Although the
WISC may provide the best estimate of present functioning, one crucial problem
when evaluating culturally disadvantaged children is to obtain information which
identifies talent and predicts functioning after intervention. ',From this point
of view; it would seem more,:appropriate.to use the Bizet' rather 'than the WISC
when evaluating culturally'disadvantaged children of high .potential. Support
for this belief can be inferred from the findings reported in the Champaign
study °Karnes, et. al., 1961) where high achieving children attained high

scores on both the Stanford-Binet and the WISC while underachieving children'
attained high scores on the Binet but lower scores on the WISC. From these
findings one could infer that the WISC was more closely related to present

functioning while the Binet was apparently related to capacity to engage in
the higher mental processes.

The findings with regard to the Performance Scale indicate that there is a

significant relationship between the WISC Performance IQ and the Stanford
.Achievement Subscales. These relationships are very similar to those found

between the Stanford Achievement subscales and the Stanford-Binet IQ. When

the relationships between the WISC Performance Scale IQ and the Iowa Test of
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Basic Skills Subtests are studied, however, it is found that there are
significant relationships for all except the Spelling subscale. In this

instance, the WISC Performance Scale has slightly lower relationships with
the achievement subtexts than does the Stanford-Binet Intelligence Scale in
all areas except Map Reading and the Use of Referenced. On the latter

Scale, the WISC Performance IQ had a slightly higher relationship than did
the Stanford-Binet Intelligence Scale. Certainly, these various subtests

seem to be getting at different things. It should be noted for example,
that the relationship between the Stanford-Binet IQ and the WISC Verbal
IQ was .64 while the relationahip between the WISC Performance ?fl and the

Stanford-liinet IQ was .50. Thus it can be seen that the WISC Performance
and the Stanford-Binet IQ are most like each other in terms of their re-
lationship to the achievement subtests while the Stanford - Binet IQ and
the WISC Verbal IQ as most like each other when compared directly.

To reiterate, the WISC Performance IQ has lower relationships to academic
achievement than the Stanford-Binet, except in the areas of Map Reading
and the use of Reference. Thus, personnel working in this specialized area
will probably want to use the Binet when identifying children for special
programs designed to accelerate their rate of achievement. The WISC, on

the other hand, might be more useful when the focus is on present functioning.

As might be expected, when the WISC Total IQ score is used, a significant
relationship exists betweep it and all of the Stanford Achievement and Iowa
Test of Basic Skills Subtests. Also, correlations between the achievement

subtests and the WISC Total /Q is higher than those found between the Stan-
ford-Binet IQ scores and the achievement subtext scores, but lower than
the relationships between the WISC Verbal IQ and the achievement subtexts.

Thus, it would appear, again that the WISC Verbal IQ provides the best

estimate of present achievement of children from a population similar to

that used in this study. Nevertheless, it should be noted that these children

tended to attain higher mean IQ's on the Stanford-Binet than they did on

the WISC which suggests that they may have some untapped potential that

is being inhibited by certain circumstances within their environment. Pro-

vision of appropriate special experiences or programs should enable children who

are higher on the Binet and lower on the WISC to improve their academic

achievements.

In view of the foregoing, it would appear that there is support for the

hypothesized relatiOnships between intelligence and achievement test scores

within the subject population of this study. PUrther, it suggests that the

WISC Verbal IQ might be most useful in providing some estimate as to the

child's present intellectual functioning, however, the St&lford-Binet would

seem to be most useful in providing some measure of potential.

Social and (motional Adjustment

A fundamental thesis of psychology and education is that the emotional

and social adjustment of a child has a bearing on his intellectual develop-

ment and the effectiveness with which he is able to utilize endowed potential

and learned abilities* Unless certain personality characteristics develop

adequately and social, concepts and skills are learned and utilized effective-

ly, the chances for a child's success in school is likely to be limited.,

(Karnes, et. al 1961) There is, thent, an obvious necessity for gaining.
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some understanding of a child in this frame of reference for the purpose
of educational program planning and/or therapeutic intervention consequently

a portion of this study was devoted to an investigation of the emotional
and social development and characteristics of culturally disadvantaged
children.

The world of the culturally disadvantaged is fraught with many problems
as evidenced by inadequate, if not deplorable, home and physical conditions,
broken families, economic insecurity, and limited occupational opportunities,
(Conant, 1961; Goldberg, 1963; Harrington, 1963). Sub-euitural attitudes,
values and behttviore are frequently discrepant with and not accepted by
society at large. As a result, the disadvantaged are frequently subjected
to discriminatory and prejudicial actions. Within this sub-culture there is
little preparation either for recognizing the importance of schooling in life
or for being Ole to cape with the kinds of verbal and abstract behavior which

the school and the broader society demands. Non.intplimplikAl survival skills,
1

learned in early home and street experiences, are highly regarded.

Existing descriptions of the world of the disadvantaged are based on the
observations of large depressed urban areas. The areas from which the

subjects of this study were selected is a smaller depressed urban area
commonly found in communities with populations of 75-200,000. Eleverthe-

less, the general characteristics of the subject population are considered
to be similar to sub populations from comparably sized communities and to
a lesser extent to larger urban areas and to smaller communities with re-
latively Large depressed areas.

According to the phenamological position of Combs and Snygg (1963), be-
havior and adjustment are determined not by objective facts but by the
way the individual perceives, interprets, and understands events in his
universe. Evidence from several investigations (Ausubel, 1954; Maas, 1951;
Serat and Teevan, 1961) supports the thesis that the individual is affected
by the behaviors and attitudes of others only to the extent and in the form
in which he perceives them. Thus, on the basis of theoretical formulation
and supportive research evidence, an investigation of childrens' perceptions
of peers, teachers andparents attitudes was considered to be one way of
gaining information uelevant to the behavior and adjustment of the subjects
in this study.

Perce tions of Peers and Parents

To determine the subjects' perceptions regarding peer acceptance-rejection.
fifty questions based on items selected from the California Test of Person-
ality and judged by psychologists as tapping a child's perception of his
peers' attitudes were arranged serially in a Perceived Peer Relationship
Scale with appropriate modifications and changes to guard against response
set. A Perceived Parent Attitude Scale and a perceived Teacher Attitude
Scale were dervied from Ausubel's Parent Attitude Scale (Ausubel, 1954).
On the Parent and Teacher scales, scores were obtained on the acceptance-
rejection and intrinsic-extrinsic valuation dimensions as well as a total

score derived from these two dimensions.
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Since children of lower socio-economic status are frequently subjected to

negative attitudes and behavior from others in the community and perceive
themselves as less adequate in comparison to those of a higher sncio-ocouomic

status (Ausubel, 1963; Clark, 1963; Deutsch, 1963), it was hypothesized that

the lower the socio-economic status the more the children would perceive

themselves as less accepted by peers. A significant relationship in the ex-

pected direction was found between socio-economic status and perceived peer

attitudes. Thus, the children in this study who were of U-L socio-economic

status tended to perceive themselves as better accepted than did children of

L-L socio-economic status. Since children of lower socio-economic status are
often subjected to discriminatory practices, the self reports that others

are negative toward them may be quite realistic. On the other band, these

reported perceptions may reflect a distorted picture of reality as evidenced

in the attitudes and behavior of others. In either event, the perceptions

of others as negative or non-accepting would appear to have a detrimental
effect on a child's functioning. In this study children of U-L socio-econo-

mic status tended to perceive peer attitudes as being more positive than did

children of L-L socio-economic status. It is possible that the attitudes,

values, and behavior of individuals front the U-L socio-economic status are
not as discrepant from the middle class culture as are those of L-L socio-

economic status. Therefore, children of the U-L socio-economic group may
not be subjected to as much discriminatory and prejudical actions and the

attitudes of others toward these children would be "realistically" more
positive and under these circumstances, distortions of reality or misperceptions

of the attitudes of others may be less likely to develop.

Parental values and attitudem regarding child-rearing and parent-Child relation-

ships are known to differ appreciably from one socio-economic class to another

(Duvall, 1946; Kohn, 1963). Duvall (1946) points out that lower class parents

want their children to be neat and clean, and to obey, respect, and please

adults. From these examples, it would appear that lower class parents set

rather concrete, externally observable standards for their children. On

the other hand, middle class parents not only want their children to be
socially acceptable (neat and clean) from an external point of view) but
also are concerned with internalized feelings of well being and desire to
achieve. On this basis, it was hypothesized that the children of the U-L

socio- econcmic group would perceive parents as more accepting and positive

valuing than children of the LL socio-economic group. While a relationship

was found between perceived parent acceptance and the total score of the

Perceived Parent Attitude Scale and socio-economic level, it was thought that
confounding by race may have contributed to this finding. When the effect of

race was controlled through partial correlation, the relationships did not

approach significance. Thus, the hypothesis was not confirmed.

The longer a child lives in a deprived environment and is subjected to the
adverse attitudes of others, the more suspicious and defensive he might be
expected to become. From this, it was anticipated that the older the child

the more he would feel that others (peers, parents and teachers) are more
rejecting and antagonistic toward him. Although it was hypothesized tha:

older children would perceive their peers as less accepting, this hypothesis
was not confirmed.

In striking contrast to the above hypothesis, older children perceived their

parents and teachers as more accepting and pareats as more intrinsica:ly
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valuing than did younger children. Since these children are the most intel-

lectually capable group among this culturally disadvantaged population, they
may be more effective in adjusting to problems and conditions associated with
deprivation and, thus, have maiatained a relatively more positive outlook in
terms of perceiving the environment as less threatening and other people as
more accepting. At the same time, these "brighter" children may come from
homes within the low socio-economic level where substantially more advantages
are provided and child-rearing practices are more effective in the development
of a positive adjustment than would be found in other homes of equally low
atom-pennnmir at-atilt WherA the pavphnlin4ent climate is less conducive to

growth.

While the results indicate that older children perceive themselves as better
accepted than do younger children, the possibility must be considered that
the older children in this study were able to "see through" the intent of the
items in the scales and attempted to respond in accordance with perceived
social expectations. Nevertheless, in order to respond in this way, some
awareness of "expected" attitudes end values would be essential. Possibly
these attitudes end values are not as alien to the children in this study as
the literature suggests or possibly these children have acquired an understand-
ing of and developed a sensitivity for a system of values other than their
own through contact with various persons or groups. In the latter case, the
school culture including the social class orientation conveyed by the teacher
is very likely the most influential. While these attitudes and values may not
be fully integrated and internalized to the extent that the child's entire life
is permeated, bright disadvantaged children might be expected to learn to
behave (or respond) appropriately within such a framework.

There is evidence (Lucito, 1959) to suggest that younger children are less
sensitive to social relationships than older children. On the other hand,
older children are considered to be more inhibited in expressing their feel-
ings than younger children. Consequently, older childrens' reports of per-
ceived peer, teacher and parents acceptance may not represent "true" per-
ceptions but only those considered to be socially acceptable by the respon-
dent. If so, these children would appear to be aware of appropriate social
attitudes yet not always reflect the attitudes in their behavior.

As hypothesized, Negro children in this study tended to perceive their peers
and parents as less accepting than did their white counterparts. There is
considerable evidence (Conant, 1961; Dai, 1949; Hill, 1957) to suggest that
physical-environmental and socio-psychological conditions are more adverse for
Negroes than for whites of similar socio- economic status. These conditions
may account for their less positive perceptions. Clark (1955) and Jefferson
(1957) propose that because of prejudical and discriminatory attitudes and
behavior of others, a Negro child is often confused in regard to his feelings
about himself and his group and often tends to evaluate himself according to
the standards of "inferiority" used by other groups. Self-hatred and rejection
of his group, hostility toward other groups and a generalized pattern of
personality difficulties tend to evolve from these mixed feelings. Thus,
being Negro has implications for ego development not inherent in all lower
class membership (Ausubel, 1963). With hatred or negative feelings toward
himself, his group and other groups, the Negro child might well be limited in
his opportunity to establish identity, develop a stable value system and
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formulate goals. Under these circumstances, a child's motivation for school,

and thus his achievement, could be markedly affected.

Since there is some support (Gallagher, 1964; Terman and Aden, 1951) for the

belief that children of higher intellecutal abilities tend to be better ad-

justed and get along better with others, it was believed that there would be

a positive relationship between intelligence and perceived peer and parent

attitudes. The results tend to confirm this expectation in that a signifi-

cant relationship was found between intelligence and perceived peer acceptance

and perceived parental acceptance. Since the scale measuring intrinsic-

extrinsic valuation is related only to the WISC Verbal IQ and not to the

Stanford Binet :CCU, WISC Performance IQ or WISC Total IQ, the findings did

not support the hypothesized relationship between intelligence and parental

intrinsic-extrinsic valuation.

The social and emotional adjustment of a child is considered to be of utmost

importance in school achievement. Since adjustment is assumed to be reflected

in the reported perceptions of attitudes of others, a positive relationship

between perceived attitudes of peers and achievement was expected. Only

minimal support for this expectation was found since only two out of the six

correlations with the Stanford-Achievement subscores and only five correlations

with the eleven Iowa Test of Basic Skills subscores were significantly related

to peer perception.

Karnes et al. (1961) argue that parental attitudes of acceptance and intrin-

sic valuation contribute to academic success by encouraging the development

of greater feelings of worth and a more realistic sense of personal adequacy.

Thus, the child who perceives himself as accepted and intrinsically valued

by his parents is likely to be more confident of his ability to cope with

school tasks and should be a higher achiever than a child who feels unaccepted

and extrinsically valued. There is strong support for this belief in that

15 out of 18 possible relationships between perceived parent attitudes scores

and Stanford Achievement sub-scores and 30 out of a possible 33 relationships

between perceived parent attitude scores and Iowa Test of Basic Skala sub-

scores were significant.

A major factor influencing the child's adjustment and achievement in school

is the perceived teacher attitude. Davidson and Lang (1960) found that

children who perceived their teacher's attitudes to be negative had lower

opinions of themselves, achieved less well, and behaved worse than their

classmates who perceived themselves as more favored. Clark (1963) reports

evidence that an overwhelming majority of teachers and their supervisors re-

jected culturally disadvantaged children and tended to perceive them as in-

herently inferior and incapable of learning. Davidson and Lang (1960) found

that teachers tend to rate "undesirable" the classroom behavior of lower class

children even their achievements were good. Furthermore, children of lower

socio-economic levels tend to be ill-prepared for schools oriented toward

"middle class" values, standards and goals (Allison, 1964; Clark, 1963;

Deutsch* 1963; Blessman, 1962). There is good reason to believe that the

lower a child's socio-economic status the more limited is his preparation for

school and the fewer are his opportunities for success. A child whose exper-

ience in school has been predominately negative might be expected to perceive

the situation negatively and perceive the teacher as less accepting. On this
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permise, it was hypothesized that children of U-L socio-economic status
would regard themselves as more favorably perceived by teachers than
children of L-L socio-economic status. The findings, however, do not
support the hypothesis in that there was no significant relationship be-
tween socio-economic status and perceived teacher acceptance or intrinsic
valuation.

It was believed that the daily difficulties experienced by lower socio-

economic children in schools would be reflected in increased feelings of
rejection and extrinsic valuation in older children. The findings indicate
no relatioaShip between chronological age and perceived teacher intrinsic
valuatiol. In contrast to the hypothesis, older children tended to per-
ceive teachers as more accepting than younger children. Although there may
be many reasons for this finding, one possibility which certainly warrants
further stley, i* that the children's reports do reflect reality, in that
teachers are rel$tively more accepting than other adults in the child's
envirotmenv.

For a varitty .of reasons, it was hypothesized that there would be a relation-
ship betwrAm Arceived teacher acceptance and intrinsic valuation and sex,,

race, and :',ntestlectual ability. Contrary to expectations, no significant

relationships Mere found between sex, race, or intelligence within the

limited vinge of subjects in this study and perceived teacher acceptance or
inttinste valuation.

Since gond akustment is believed to be related to high achievement and

positive pelviptions of others, it was hypothesized that those children

Who were hilt in achievement would perceive teachers as more accepting than
low acbieveks. No relationship was found between teacher acceptance, in

trinsit vattation, or the total of these two scales and achievement as
measuved by the Stanford Achievement Test, with the exception of Language
and perceived teacher total. On the other hand, eight of the possible eleven

reladonships between perceived teacher total scores and the Iowa Test of
Basis Shills subtests scores were significant. There were no significant re-

laticndhips between perceived teacher acceptance or intrinsic valuation scores
and the Iowa Test of Basic Skills on sub-test scores. One possible explana

tio@ for these differential findings is that the Stanford Achievement Test
was administered by a school staff member wir," was unknown to the pupils
while the Iowa Test of Basic Skills was given by the classroom teacher. Thus,

it is possible that the performance of these children was influenced to some
degree by the quality of the relationships of the subjects to the persons ad-
ministering the test. Perhaps those children who perceive themselves as
accepted by the teacher will perform better for the teacher when taking tests
administered by the teacher than for some other person with whom they are un-
familiar. Similarly, those children who perceive themselves as not accepted
by the teacher may not perform as well for the teacher as for someone else
whom they perceive as accepting.

Evaluation of the findings regarding the perceptions of teachers suggests that
culturally disadvantaged children of higher potential, at least in this study,
are not alienated by the elementary school personnel as the literature might

suggest. No findings are available, however, with regard to junior and senior
high school students. One possible explanation is that these children are
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"brighter" than most children of the culturally disadvantaged population and
may be able to obtain greater acceptance from teachers. On the other hand,
teachers of the classes from which the children of this study were selected
may have had at least some awareness of the problem of inducting.disadvanted
zhildren in to a school culture oriented toward middle class values and, thus,
were able to act in such a way so as not to frustrate and alienate them com-
pletely. Another possibility is that since these children are intellectually
more capable, they are able to learn the values and attitudes necessary for.

successful adjustment and functioning within the classroom but maintain.differ-
ent sub-cultural attitudes and values in the home and community. If the child

is able to learn how to behave according to the expectations of school per-
sonnel, then he will be placed in a more favorable position in the school
setting and able to win greater acceptance. Since the reasons for this find-

ing is not clear, clarification will be necessary through further research.

Attitudes of Parents

One of the concerns of this investigation was to determine the relationships
between the attitudes of parents and the functioning of children considered
in this study. The Parent Attitude Research Instrument was used to evaluate
parents attitudes toward child rearing practices. This scale assesses the
parents Approval of Maternal Control of the Child and Auroval of Material
Expression of Hostility. Although the scale originally used the above labels,
they are usually more briefly referred to as the Authoritarian-Controlling
and the Hostile-Rejecting factors. A third factor, which seems to be a less
meaningful scale but one that helps gain rapport with parents, is the Demo-
cratic scale. One of the problems faced in the analysis of the data was that
race was frequently confounded with socio-economic level even though the sub-
jects were all from lower socio-economic homes. Consequently, the effects
of race on the findings are considered along with the effects of socio-
economic level when appropriate.

Previous studies of the attitudes of parents toward child rearing practices
using the PART and other techniques conducted by such researchers as Zuckerman,
Barrett, and Braghill (1960); Sear, Macoby, and Levin (1957); Bayley and
Schaefer (1958), have found a relationship between lower socio-economic status
and authoritarian and controlling attitudes. The present findings indicate
that there is apparently a significant relationship (.42) between lower socio-
economic status and the authoritarian attitudes of mothers within the subject
population. The findings, however, also indicate a significant relationship
between the Authoritarian-Controlling scale and race such that Negro mothers
express more authoritarian attitudes than Caucasian mothers. If the relation-
ship between race and the socio- economic status is controlled statistically,
then the relationship between the socio-economic status and Authoritarian-
Controlling attitudes is not significant. Differences between the findings
of this study and the Bayley, et al (1958), and Zuckerman, et.al.(1960)
studies may be attributed to the fact that they used subjects from a wide
range of socio - economic levels while the subjects in this study were all
from the lower socio-economic level. Thus the findings of this study do not
support the hypothesis that there is a relationship between SES and authori-
tarian and controlling attitudes.
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It wa,) hypothesized that there would be a significant relationship between
socio- economic status And Hostile-Rejecting attitudes of parents. The find-
ing of this study do indicate that there is a significant relationship (.27)
between socio-economic level and the Hostile-Rejecting attitudes of the
mothers but not with the Hostile-Rejecting attitudes of fathers. Although
the relationship (.24) between race and Hostile-Rejecting attitudes of
mothers is not statistically significant, the trend in this direction suggests
that the relationship between race and socio-economic status should be con-
trolled statistically before fully accepting this hypothesis. When a partial
correlation is used to control the effects of race, the resulting correlation
(.16) is not statistically significant. Therefore, the hypothesis of the
relationship between Hostile-Rejecting attitudes and socio-economic status
is confounded and this Iripothesis cannot be accepted without reservation.

It was hypothesized that Caucasian parents would manifest significantly
fewer Authoritarian-Controlling attitudes than Negro parents. As previously
reported, there was a significant relationship between race and the Authori-
tarian-Controlling attitudes of mothers even though there was some confounding
of socio- economic status. The findings further indicate that Negro fathers
regardless of socio-economic level manifest significantly more Authoritarian-
Controlling attitudes than do Caucasian fathers. Since there was no relation-
ship between fathers' 4uthoritariaa attitudes and socio-economic status, the
findings support the hypothesis that Caucasian fathers have more positive
child rearing attitudes than do Negro fathers but the findings fail to sup-
port the hypothesis that the lower the socio-economic status the more authori-
tarian the fathers' attitudes.

Since it was believed that democratic attitudes were positive in direction
and thus more likely to be manifested in upper socio-economic homes, it was
hypothesized that there would be a positive relationship between democratic
attitudes lend socio- economic status. No relationship, however, between
socio - economic status and Democratic attitudes of either mothers or fathers
was found, hence, this hypothesis was rejected.

In summary, mothers of the lower socio-economic subjects of this study are
more authoritarian and hostile rejecting than mothers of somewhat higher,
but still of low socio-economic status, although much of this effect is
attributable to the high percentage of Negroes at the lower end of the socio-
economic scale. No relationships were found between the fathers' attitudes
and socio-economic status or between democratic attitudes held by mothers
and socio-economic status. Negro fathers expressed more authoritarian attitudes
than did Caucasian fathers, but were not more Hostile-Rejecting.

It was hypothesized that the achievement of the subject would be associated
with positive parental attitudes. Significant relationships in the hypothe-
sized direction were found between authoritarian attitudes and Word Meaning,
Paragraph Meaning and Arithmetic Concepts subtests of the Stanford Achievement
Test, as well as with the Punctuation, Map Reading and Reading Paragraphs sub-
tests of the Iowa Tests of Basic Skills. These findings are somewhat paradoxical
in that expressed parent attitudes apparently had differential effects on the
children's performance on the achievement subtests of the two measures of
achievements. Same of the differences may be attributed to population

..
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differences in that the Stanford Achievement Tests were administered by

psychologists to the children in grades 2-6 while the ITBS were administered

by teachers only to the children in grades 3-6. In view of the high

correlations between the Stanford and the ITBS scores when they are ad-

ministered to the same children, it would appear that the differences could

be attributed to the effect produced by the presence or absence of the second

grade children 5.n the sample. Thus, it well may be that authoritative .

attitudes of the mothers have the greatest detrimental effect on younger

children in those areas where a child might be expected to progress on his

own such as in leading. As he gets older, possibly, parental attitudes

have less impact ova him while teachers and the curriculum have greater
influence. This cost hoc hypothesis, of course, needs to be further

evaluated.

In vie* of the foregoing, it would appear that there is some support for

the belief that there is a relationship between the authoritarian atttitudes

as held by the motlser and retarded achievement. The findings, however, are

neither clear cot ter fully supported. There is no support for the hypothesis

that mothers' reports of Hostile-Rejecting or Democratic attitudes, as
sampled by the scalt, foster achievement in the children. In addition, there

is no support for tie hypothesis that the attitudes of the father are re-

lated to achievement. The small N or the minor role played by fathers in

this type cd home mit/ have contributed to this finding.

The findings of thiis study do not agree with those of Holland and Ostin (1962).

Their findings suggisted that exceptional academic performance occurred more

frequently in children of parents who had somewhat authoritarian attitudes

(PARI). These contrast with the findings of the present study which indicate

that authoritarian attitudes inhibit rather than encourage achievement.

Otie post hoc ration4le for this difference which received some support from

Durral (1946), may Ise that the more middle class parent expresses his

authority by direct tag the child to achieve in academic areas while the lower

class may be more concerned with directing the child to conform in non-achieve-

ment oriented areas.

Parents with positive attitudes were hypothesized as providing expreiences

in the home which w *uld foster creativity in their children. Only one,

probably chance, relationship was found between the PAR/ scores and the

Creativity scores.' The findings of this study provide no support for the

belief that the attitudes of the parents as measured by the PARI are re-
lated to the creativity of children. These findings contrast somewhat with

those reported by Holland and Ostin (1962) wherein Originality scales and

Barron's Originalit,, Complexity-Simplicity and Independence of Judgment

scales were negatilely correlated with the Authoritarian-Controlling scale

of the PARI. Agate, the homogeniety of this population may have contribu-

ted to the finding. It was hypothesizedthat_the children whose parents' mani-

fest more positive child rearing practices will perceive themselves as better

accepted as peers. Only one of the relationships between parents' attitudes

(Fathers' HostilelPejecting) and perceived peer acceptance was signific nt.

This finding might be due to chance, however, it is consistent with the find-

ings of Marshall 0961) who examined the relationships of certain of the

PARI scores to pear acceptance as determined by sociometric procedure. Sup-

pression, demands for striving and Harsh Punitive Control (Hostility-
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Rejection) in the fathers were all positively associated with peer accept-
ance for boys and negatively associated with peer acceptance for girls.
He also found that fathers' Harsh-Punitive Control related to three measures
of hostility in boys and one in girls.

In the present study, Hostile-Rejecting attitudes on the part of the father
was found to be related to perceived peer rejection. Determination of the
relationship between the sex of the child and the Hostile-Rejecting attitude
on the part of the fathers was not considered to be feasible because of the
small N ( mg 25). (The proportion of boys to girls in the sample was approxi-
mately equal.) Since there is a significant relationship between the fathers'
Hostile-Rejection attitudes in the combined boy-girl sample, it would appear
that within this population fathers' attitude have a detrimental effect on
perceived peer acceptance. Furhter study needs to be maee of any differential
effects that might accrue relating to the sex of the child versus the sex
of the parent manifesting the hostile behavior. In summary, support is pro-
vided for the hypothesis that there is a relatinship between Hostile-Reject-
ing attitudes on the part of the father and perceived peer rejection, but no
support for the hypothesis that there is a relationship between other measured
parental attitudes and perceived peer relationships.

It was hypothesized that children of parents whose child rearing attitudes
were positive would perceive their parents as being accepting and intrinsically
valuing of them. Since no significant relationships were found between
parents' attitudes and the children's perceptions of the parents attitudes,
this finding could not be supported.

It was also hypothesized that childre of parents whose child rearing attitu-
des were positive would perceive their parents as being accepting and in-
trinsically valuing of them. Since no significant relationships were found
between parents' attitudes and the children's perceptions of the parents atti-
tudes, this finding could not be supported.

It was also hypothesized that children of parents whose child rearing attitu-
des were positive would perceive their teachers as being accepting and in-
trinsically valuing of them. Only one of the twelve possible relationships
was significant. Although this may be a chance finding, there is still a
good possibility that hostile attitudes expressed by fathers may be related
to the child's perception that the teacher does not intrinsically value the
child. Therefore, there is only partial support for the preceding hypothesis.

It was hypothesized that the children of parents whose attitudes with respect
to child rearing were less positive would tend to project blame for frustra-
tion to the outside environment, tend to gloss over or deny frustration and
to internalize less of the blame for frustration than comparable children.
The findings of this study are differential in nature. The children of mothers
who manifested hostile rejecting attitudes tended to project blame for fru-
stration on the outside environment, to be more ego defensive, to be less intro
punitive (did not internalize blame for frustration) and to be lcis need
persistive. In addition, Hostile-Rejecting attitudes as expressed by fathers
were related to increased ego defensive responses and decreased obstacle
dominance on the part of children. These findings support the hypothesis
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that the hostile rejecting behavior manifested by parents is definitely

related to the defensive behavior of the children. On the other hand, there

is no relationship between the Authoritarian-Controlling attitudes of parents
or the Democratic attitudes held by parents and the methods the child uses

to cope with frustration. In summary, there is differential support for the

belief that the attitudes of the parents are related to the Children's
methods of lhaniling frustration. These findings point up the fact that

Hostile - Rejecting attitudes on the part of the parents are more damaging
to the emotionel development of the child than are controlling attitudes.

Reaction 7o Frustration

Frustration, according to Rosenzweig (1944) takes place . . . "whenever

the organism meets a more or less insurmountable obstacle or obstruction in
its route to the satisfaction of any vital need." Rosenzweig further holds
that reactions to most or all frustrations are aggressive in character and
can be classified both by "direction" and "type". Direction of responses to
frustration are classified according to how the individual who has been
frustrated responds to the frustrating situation -- (1) aggression may be
directed outwtrd to the environment (Extrapunitive response); (2) aggressive
feelings maybe turned inward by the frustrated person (Intropunitive re-
sponse); or (3) the person may attempt to gloss over the problem encountered

or minimize the importance of the frustration (Impunitive response).

Type of response is considered to reflect the individuals' reaction to fru-

stration as well as his perception of the frustrating instance. Rosenzweig

uses tbe following "type" categories: (I) the Need Persistence response which

involves expression of a need to continue toward a goal, (2) Ego-Defense re-
sponse which is one which the individual reacts to the source of frustratioi

as if it were attacking the self-structure of the subject;.(3) the Obstacle-

Dominate response which involves an expressed awareness by the individual tha

he is frustrated and,that he is "blocked" by the frustration. ith the

latter type, the individual neither defends his ego nor pursues the original
goal.

Conformity of Response

Frustration tolerance is seen by Rosenzweig (1944) as, "the capacity of the

individual to withstand frustration without resorting to inadequate modes of

response." An adequate response is considered a response appropriate to the

situation. The Group Conformity Rating (GCB) of the Children's Form of the

Rosenzweig Picture Frustration Study yields a score which indicates the

amount of agreement of a subjects' response to given situations with those

of a "normal". group of peers. If one can assume the most frequent or "normal

response to a given situation is likely to be an appropriate response, then

it would follow that significant positive relationships would exist between

G.C.R. scores and the variables under study which are associated with school

success.

Significant relationships (P ( .05) were found between the G.C.R. score of

the Rosenzweig Picture Frustration Study (P.F.) and both chronological age

(C.A.) and mental age (M.A.). Since mental age and chronological age are
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highly related (r .92) and since there was no significant relationship

found between G.C.R. and Stanford-Binet IQ, the findings suggest that,

for the group under study, conformity with respect to meeting frustrations

in an average manner is related to factors associated with general maturation

as measured by mental age and chronological age, rather than factors associated

with rate of intellectual growth as measured by the intelligence quotient

derived from the Stanford-Binet. It should be noted, however, that the IQ

range of the group included in this study is restricted. The above findings

therefore, do not suggest the possibility of a relationship between G.C.R.

scores and intelligence test scores within the general population. For

example, one might find significant relationships between G.C.R. and IQ

if the children being evaluated included those who scored unusually low on

intelligence tests.

Although significant relationships were found between G.C.R. and WISC Verbal

IQ and G.C.R. and WISC Full Scale IQ, it should be noted that relatively

higher correlations were found between the above variables and chronological

age than between the above WISC scores and G.C.R. The results of a partial

correlation hold the effects of C.A. constant "washed out" the relationship

between G.C.R. and both WISC Verbal and WISC Full Scale scores. These find-

ing, then, lend support to the put hoc belief that G.C.R. scores are, for

the students included in this study, a function of general maturation as re-

flected by C.A. rather than directly realted to measure of general intelli-

gence per se. The findings, therefore, do not support the hypothesis that

culturally disadvantaged children of higher potential who react to frus-
tration in a conventional fashion will have higher intelligence quotients

than their cultural peers.

It was reasoned that the behavior of children who respond to frustration

in a conventional manner would be more acceptable to others than that of

children who respond in an unconventional fashion. It would follow, there-

fore, that children whose behavior is acceptable to others would feel

accepted by them. Following the above line of reasoning, it was expected

that children who receive higher scores on the G.C.R. Sadie would perceive

themselves as better accepted by parents, teachers and peers. A persual

of the correlational matrices reveals significant relationships between the

subjects scores on the C.C.R. Scale and perceived peer relationships, per-
ceived parent relationships, and perceived teacher relationships, thus, lend-

ing support to the hypothesis that the children included in this study who

react to frustration in a more conventional fashion do perceive themselves as

better accepted by peers: parents and teachers.

In the areas tapped by the "Creativity" Test, significant relationships were

found between G.C.R. scores and Originality, and Flexibility. (r s .17 and

.18, respectively). It must be recalled, however, that G.C.R. appears to

be largely a function of chronological age. Furthermore, an inspection of

Table XXII b reveals stronger relationships between Originality and Flexibility

and C.A. than between the Creativity variables and G.C.R. A partial corr%-.

lation parceling out the effects of chronological age reduced the relation-

ship between G.C.R. and Originality and Flexibility Scores below the level

of significance. Thus, the most parsimoniously explained in terms of chrono-

logical age. For the total sample, then, the ability to deal with Creativity
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Test items in ways scored as "Original" and "Flexible" is largely depen-
dent upon the subject's maturation as expressed by C.A. The above findings,
therefore, do not support the hypothesis that culturally disadvantaged
children of higher potential who react to frustration in a more conventional
fashion will be more creative than others of similar socio-economic back-
ground.

Contrary to expectations, no significant relationships were found between
G.C.R. and parental attituden toward child rearing practices. achievement,

race, or socio-economic status. These findings suggest that these factors
are not associated with the development of "average type" reactions to
frustration.

In summary, on the basis of the above data, it appears that, the Rosen-
weig G.C.R. Scale can be used to gain insight into the students self-
concept because those who attain relatively high G.C.R- Ratings tend to
perceive themselves as better accepted by significant others. For the other
variables under consideration, however, high G.C.R. Ratings seem more dependent
on the age of the subject than the particular attributes under study. If

one assumes that no:anal or usual respontes to frustration are earned through
the course of daily experiences and interactions, the findings indicating
G.C.R. as associated closely with chronological age ere not surprising.

Extrapunitive.

It was hypothesized that children who, according to the Rosenzweig Protocol,
tend to project blame for frustration to other persons or things in their

environment would, as a group, show up less favorably than their peers on
certain of the characteristics analyzed in this study. The general tendency
to project blame to the outside environment is measured by the extrapunitive
(E) Scale of the Rosenzweig Picture Frustration Study. The abo e method of
dealing with frustrating situations is largely negative in character and
offers little by way of finding a constructive solution with respect to re-
moving or overcoming the obstacle that blocks the path to the original need
satisfaction or overcoming the obstacle that blocks the path to the original
need satisfaction. It would seem to follow, then, that. those who are in..'
dined to respond to frustration in an extrapunitive manner, will have more
difficulty in effecting a successful solution to the goal Although the extra-

punitive individual may, at times, find his method of dealing with frustrations
satisfying to the self through' the reduction of internal tension by blaming
others, aggressive denial of responsibility, placing the onus for blame on

the situation itself, or perceiving the situation as one which will be re-

solved by others; his reaction does not seem one which would be productive
in terms of actual solution of the problem itself.

An examination of the correlational metrics reveals no significant relation-

ships between E and any of the total or sub scores of the intelligence
measures. It would, therefore, appear that the ter4ency toward extrapuniti-
veuess as measured by the Rosenzweig Picture Frustration Study is not assoc.; .

iated with the intelligence of the subjects of this investigation. The above
findings are contrary to the hypothesis that those children who tend to pro-
ject blame for frustration to the outside environment would earn lower scores
on the intelligence tests. Again, the restricted IQ range of the subjects of
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this study must. be taken into consideration. It is entirely possible that

had all school age children been included in this study, significant re-

lationships between E and IQ would exist with those of lower mental maturity

evidencing a higher preponderance of the E responses than those who score

higher on tests of general intelligence. 3

4;

In the achievement area, significant correlations were found between E

and Paragraph Meaning and Arithmetic Computation on the Stanford-Achieve-

ment Test which indicates that extrapunitive subjects are less productitre

in the major tool subject areas. Since the ability to gain meaning from

reading materials and produce accurate responses in arithmetic is highly

important for school success, it seems probable that the extrapunitive sub-

jects may evidence more difficulty in handling the academic aspects of the

school curriculum than will others of their peer group who respond to fru-

stration in a more positive way.

It should be noted that, of all the variables listed on the Matrices, E is

most strongly related to chronological age. It can be seen that the relation-

ship is such that the younger the child, the more extrapunitive he is likely

to be when confronted with frustrating situations. Again, if one assumes

that extrapunitive responses to frustration are, from the standpoint of

society, not eetceptable responses, and that learning to inhibit extrapunitive

responses to frustration and replace these responses with others in part of

the "socialization process" of "growing up", then the above results would be

expected.

A further examination of the correlational metrics reveals a significant re-

lationship between high scores of the E Scale of the Rosenzweig Picture

Frustration Study and lower socio-economic status. Since there is no signi-

ficant relationship between chronological age and socio-economic status, it

can be assumed that the relationship between E and socio-economic status

exists independently of chronological age. The findings support the hypo-

thesis that children in our sample who tend to project blame for frustration

to the outside environment will be of lower - lower socio- economic status.

This finding supports previous results obtained by McKee and Leader (i955)

who report aggressive behavior as being more common among lower class

children than children of higher socio- economic status; Stoltz and Marshall

(1959) mbPfound that lower class children according to Rosenzweig protocols,

tend to project blame and hostility for frustration to forces outside of

themselves in both adult -child and child-child relationships; and Battle and

Rotter (1963) who found that lower class children tend to attribute respon-

sibility for happenings to factors outside themselves while middle class

children tend to accept personal responsibility fox happenings and events.

It was postulated that children who were identified as extrapunitive in

their response to frustration would also perceive chemselves as less well

accepted by peers, parents, and teachers than those children who react to

frustration in some other fashion. The above hypothesis was based on the

assumption that children, who tend to project blame for frustration to others

are likely, in turn, to be rejected by others who resent being blamed.

Although the relationship between extrapumitiveness and peer, parent, and

teacher acceptance are all negative in direction, a perusal of the correla-

tional metrices reveals significant negative relationships between
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extrapunitiveness and Perceived Peer Acceptance and Perceived Parent In-

trinsic Valuation. These findings suggest that extrapunitive children, may,

in fact, perceive themselves as less well accepted by pears and less in-

trinsically valued by parents. It will be recalled that a significant

relationship also exists between extrapunitiveness and chronological age
suclf.that the younger the child the more likely be is to respond to fru-

stration in an extrapunitive fashion. A partial correlation holding the

effects of chronological agemnetemftelininates the finding of a signi-

ficant relationship between extrapunitiveness and Perceived Peer Accept-

ance and Perceived Intrinsic Parental Valeetien. thPrenra;
seem that the relationship of extrapunitiveness to the perceived peer

acceptance and perceived intrinsic valuation variables is a function of

chronological age. of course the findings are psychologically signifi-

cant to the extent that decreased extrapunitivenss, and improved perception

of peer and parents is associated with the growth in maturity reflected by

increase in chronological age.

Another hypothesis, however, may be advanced. This post hoc hypothesis is

that younger children are more open and less defensive in their responses

to questionnaires than are older children. If this is the case, then, it

may be that, in actuality, the extrapunitive subjects are less well accepted

by, peers and leas intrinsically valued by parents or their is no signifi-

cant relationships between extrapunitivenes and the latter variables.

The hypothesis stated that culturally deprived children of higher potential

who attain high scores on the Rosenzweig E Scale would come from homes whose

parental attitudes re3arding child-rearing practices as measured by the PARI,

are not positive. It was reasoned that a child who found himself the target

of an itordinate amount of parental censure, anger, or rejection, would, in

an attempt to defend his self-concept, tend to project blame for frustration

to sources outside himself. The findings reported in Table XXXXII indicates

a significant relationship between E and Hostile-Rejecting attitudes on the

part of the mother, he significant relationships were found between Extra-

punitiveness and other PART scales. Since only mothers' Hostile Rejecting

attitudes are associated with the development of extrepunitive methods of

handling frustration on the part of the child, there is but partial support

for this hypothesis. Ito significant relationships were found between extra-

punitiveness and the perceived teacher acceptance scale. This finding is

quite interesting as it suggests that those children who are inclined toward

extrapunitiveness do not perceive their teachers as particularly rejecting,

although they see themselves as less well accepted by peers and less intrin-

sically valued by parents.

The findings provide no support for the hypothesis that the extrapunitive

children would be of Negro racial origin. For the culturally disadvantaged

children of high potential in this study, therefore, the tendency to deal

with fruotration by projecting the blame to persons or events in the environ-

ment io independent of race.

The sue:nary of the findings relating to the extrapunitive child suggests that,

for the population studies',, extrapunitiveness is largely independent of in-

telligence test scores, perceived teacher acceptance, and race. The younger
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the child, the more likely he is to react to frustration in an extrapunitive

manner. The younger extrapunitive child perceives himself as less well

accepted by his peers and is less accepted and intrinsically valued by his

parents. La the achievement area, the extrapunitive subjects were found

to be less productive than most in the major tool subject skills of arith-
metic computation and paragraph meaning. Children who manifest extrapunitive

responses to frustration are likely to be of lower-lower socio-economic status

and come free, homes where the mother is hostile-rejecting in her attitudes

regarding cla: d-rearing..

Children Nalco gloss over or deny frustration as were believed to be less

able to.in,:erac.tt successfully with certain aspects of their daily life than

other chibiren since such behavior implies little by way of positive action
to cope with the frustrating instance. This condition would appear to be

most significant in the extreme instance where the individual constantly

"glosses over" his problems. On the other hand, the children in this study

were expected to have some, but not outstanding difficulties in adjustment.

Since writ ability to gloss over a frustrating experience is needed to cope

with the tealities of life, it was felt that the relatively high, but not

excessive-M scores might be related to more positive functioning. High
scores oxt the Impunitive Scale (M) of the Rosenzweig Picture Frustration

Study we:* considered to reflect this behavior. Pupils who score higher than
others en the M Scale are inclined to handle frustration by denial of the

existent* of the frustrating obstacle, regarding as unavoidable the frustrat-

ing situation, or hoping that the situation will resolve itself through

time or as a matter of natural events (Rosenzweig, 1948).

It was hypothesized that culturally deprived children of high potenti41 who

tend to gloss over or deny frustration would attain lower scores on the in-

telligence tests than the other subjects of this investigation. It was
reasoned that the Impunitive child would be less aware of the small happening

in his life especially ones that would be threaten- and thus, be less

able to make the fire discwimination that would enable him to make higher

scores on intalligence tests.

An eearrtnatior of the correlational matrices reveals no significant relation-

ships be':.:.71--ea 11 and the total scorer or the subs_cale scores of the intelli-

gence mea.cunr. These findings are contrary to the hypotbcsis and indicate

that for the population included in this study a tend$.n.cy toward Impunitive-

ness Is measured by rfn: Rosenzweig Picture Frustration Study is not associated

with intelligence. Sinea the ability range of the pupils comprising the

population of this study is quite restricted, the obtzqrl.i.d results are", of

course, tot applicable to th general population. .7A1 school a5,,ed

incluiied in t117. stve.y, difiervo.utiell7x,trmw7-4 !ciligence

ol T77,0w.tiva chuyirer, ;7c:o may have been

evitr, o restricted range Chse findings are congruent

with ::4:-.?orts olf 01:12r researchers, (Levitt and Lyle, 1955).

:1 of re,t%srAlln, n71 1:Nfrn bynothesis vas based,

it v:1.irr;i1 wmld also ccore

ou tn,a achievemeat tesix and tests designed to tap creativity factors.



The correlations reported on the matrices, when the effects of chrono-
logcal age are held constant, do not support the expectations. The
tendency to meet frustration through glossing over or denying its pre-
sence, then, is not associated with academic achievement insofar as the

population c)4 this study is concerned. On the other hand, when the effects

of chronological age are held constant by partial correlation, significant

relationships exist between M and three of the creativity measures (Fluency,
Originality and Flexibity). It will be recalled that, of those Rosenzweig
factors measurfng "direction" of aggression, M is the only variable related
to ermar4w4ty. 641 the hAe40 of the ebal'A colleted tharAfhrA; the following

mabac hypouhesis is suggested. It is possible that those children whose
personality in such that they are able to gloss over or deny frustrations
are better abLe to tolerate the situation of "psychological estrangement"
from parents, teachers, and peers mentioned by Torrence tbau are those indi-

viduals whose reactions to frustration is either Extrapunitive or /ntropuni-
tive in nature. It will be revealed that the creativity variables were not
related to either the Rosenzweig E and I factors, thus the creativity scores
are signific4ntly related only to M.

Although the relationship between the Impunitiveness scores on the Rosenzweig

Picture Frustration Study and the Perceived Parent Intrinsic Valuation scale
reaches sig4ificance, a relationship also exists between chronological age
and Perceived Parent Intrinsic Valuation. When the effects of chronological
age are parceled out by partial correlation, the obtaining correlation between

Impunitiveness and Perceived Parent Intrinsic Valuation no longer is statis-
tically significant. It would seem, therefore, that growth and maturation as

reflected by chronological age results in the Impunitive child's perceivire
his parents ar teasingly valuing him for his intrinsic worth.

It was hypothesized that culturally disadvantaged children of higher
potential who tend to gloss over or deny frustration would be of lower
socio-economic status. It was the author's belief that children at the

un.q.em of the socin-Agouomic ladder would find their life situation so
intolerable that they would find it difficult to "face up" to the frus-
trations and demands inherent in daily existence. Their responses to frus-

tration, then, would be that of denial of the problem or glossing over the

need. Although confounded by race, the correlation reported on the
matrices is such that Impunitiveness is associated with higher socio-
economic status.

A paabac hypothesis regarding the relationship between Impunitivensa
and a tendency towards upper-lower socio-economic status is that the 14
Scate_may, with these subjects, reflect conformity related to the middle-
class values and standards. The findings of Stoltz and Smith (1959) lend

support to the above post hoc hypothesis. In a study utilizing the Rosen-
weig Picture Frustration Study they found that upper class children, as
opposed to their lower class group, manifested more expression that time or
normally expected solutions would bring about a solution to the problem.

In child-child situations, patience dud conformity responses were more
characteristic of the upper class children. A tendency toward Impunitive-
ness, particularly in situations of an inter-personal nature then may

reflect repression of overt aggressive tendencies in keeping with middle-
class standards. Since there is a relationship between Impunitiveness
and uppe -lower socio-economic status, it may be that the impuntive children



come from upward mobile families who have identified, in terms of direction

of behavior towards frustration, with the standards of the higher class

level to which they may aspire. As an alternative explanation, it may be

that upward mobile families perceive fewer blocks to their mobility, thus,

"gloss over" on feelings of frustration.

The hypothesis stated that culturally disadvantaged children of high

potential Who tend to gloss over or deny frustrations will have parents

whose attitudes towards child-rearing are less positive. It can be seen

on Table XXXXII that a low significance but negative relationships between

If and child-rAgar4n atritftdpg as reflected by PARS scores exists only on

the mother hostile-rejecting scale. Thus, contrary to expectations, the

obtained relationship is such that mothers of Impunitive children are less

likely to hold hostile and rejecting child-rearing attitudes. On the basis

of the findings, therefore, the above hypothesis must be rejected. These

findings can be interperted as providing support for the previous post hoc

hypothesis is that children who score higher than most on the M scale may

view life in a more positive manner the children who are less Impunitive.

As discussed earlier in this section, children who react to frustration in

an Impunitive fashion tend to come from upper-lower socio-economic backgrounds

and Extrapunitive children tend to come from lower-lower socio-economic back-

grounds. Mothers of Extrapunitive children tend to be hostile and reject-

ing in their child - rearing attitudes while the child-rearing attitudes of

the mothers of Impunitive children show relationships in an opposite dire

direction. These findings add general support to previous results obtained

by Bayley and Schaefer (1958) who report:ea a slight tendency for mothers of

a higher socio-economic level to be more warm, understanding, and accepting

while mothers of lower socio-economic status were more controlling, irritable

and punitive. It was hypothesized that there would be a relationship between

race and Impunitiveness. Contrary to the hypothesis, no relationship was

found between race and a tendency to react to frustration in an impunitive

manner.

The summary of the findings indicate that children who respond to frustra-

tion in an Impunitive manner tend to come from upper-lower socio-economic

backgrounds and tend to have mothers whose attitudes towards child-rearing

practices are not hostile or rejecting. Furthermore Impunitive children

tend to score higher on creativity scales than those children who respond

to frustration in other fashions. M a child grows oldei, his responses

to frustration are likely to become more impunitive in nature. Impunitive-

ness is independent of such variables as race, intelligence test performance,

academic achievement, and perceived acceptance or intrinsic valuation by

parents, teachers and peers.

Intrapunitive

As opposed to those children who, according to Rosenzweig responses, tend

to project blame for frustration to the oustide environment (E); it was

expected that children whose Rosenzweig protocols indicate that they are

inclined to internalize blame for frustration would evidence positive re-

lationships with selected variables included in this study. It was reasansed

that those individuals who were inclined to blame themselves for events
4
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leading to frustration would be more likely to seek relief from the
anxiety inherent in such self -blame through positive actionr than those
who respond to frustration by blaming outside forces of "glossing over"
the problem. Rosenzweig's (1948)0

In an earlier study, Levitt and Lyle (1955), found a significant correlation
between intelligence test scores and the Intrapunitive scores on the Rosen-

zweig Picture Frustration Study. One rationale for this finding may be
that bright children will be more successful in coping with their environ-
ment and thug; can assume responsibility for their errors with less ego
defensive behavior while the dull child will be able to cope with his
environment and he must seek external scapegoats on which to blame his
frustration if he.is to remain reasonably free of anxiety. A similar re-
lationship, that of Levitt and Lyle was hypothesized for the group included
in the present study.

In contrast to the findings of Levitt and Lyle and the present hypothesis,
no significant relationships obtained between Rosenzweig's Intrapunitiveness
Scale and the Intelligence test socres or subscale scores, with the ex-
ception of the Similarities Scales of the WISC. This relationship may
well be due to chance factors. It is probable that the discrepancy between

the present findings and those obtained by Levitt and Lyle is, at least
partially, due to the restricted IQ range of the population included in
this study. If the present samp...: had been reprosentative of the total
population, a relationship between Intrapunitiveness and intelligence test
scores might have been found.

It was believed that intropunitive children respond positively to challenge
in order to relieve themselves of anxiety inherent in the self-blame which
follows failure. Thus, it was hypothesized that intrapunitive children
would achieve at a higher level than would children who use other modes
of responding to frustration.

An inspection of the correlational matrices reveals significant relation-
ships between Intrapunitiveness end all six scales of the Stanford Achieve-
ment Tests and all the eleven scales on the Iowa Tests of Basic Skills.
It can be noted, however, that test results are related to both age, intra-
punitiveness and achievement. Partial correlations holding chronological
age constant might explain the relationships between Intrapunitiveness and
achievement.

On the other hand, it should be noted that of the three Rosenzweig scores
which are considered to indicate direction of response to frustration, only
the Intrapunitiveness score correlates significantly and positively with
any of the achievement test results. From a global standpoint, then, it
may be, as hypothesized, that the intrapunitive child is more likely to
achieve at a higher level than children who respond to frustration in ex-
trapunitive or impunitive manner, but the effects of maturation associated
with chronological age have masked any reltionship.

It was also hypothesized that, of the children included in this study, those
who scored high on the Intrapunitive Scale would be more creative than their
peers. Although significant relationships were found between 1 and three of

a.
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the creativity measures, a partial correlation holding the effects of

chronological age constant reduces the correlations between the Intra-

punitive Scale and Creativity Variables to less than significance thus,

indicating the hypothesis. One possible explanation for theintra-

punitive pupils failure to develop their creative may lie in the attitudes

of those with whom the intrapunitive pupil has contact. Torrance (1962)

indicates that creative individuals often find themselves in a situation of

"psychological estrangement" from parents, teachers and peers. In an attempt

to avoid the self -blame from the frustration inherent in such "estrangement",

the intrapunitive pupil may well stiffle those "creative" characteristics

which would be regarded as deviant or different by his immediate society.

Another hypothesis concerning the Rosensweig Scale stated that the children

included in this study who are inclined to internalize blame for frustration

would perceive themselves as better accepted by peers, teachers and parents.

When the effects of chronological age are held constant, only partial support

is provided for the above expectation. No significant relationships were

found between Intrapunitiveness and the Perceived Peer or Perceived Parent

Acceptance and Intrinsic Valuation scales. On the other band, significant

relationships did obtain between / and bothTeacher Acceptance and Intrinsic

Valuation indicating that, although the Intrppunitive pupils did not see

themspkv3s ns better accepted by peers or better accepted snd intrinsically

4a/uad by parents than the other children in this study, they do saa teachers

as lioth accepting them and intrinsically valuating them. .

It will be recalled that intrapanitive pupils were higher achievers than

the other subjects in this study. On the bail.38 of the data analyzed, the

perceived tcachev acceptay.ce and intrinsic valuation of the pupil are re-

lated to two facts that i32 pupils vita are both intrapunitive and relatively

high achievers are more likely to see themselves as accepted and intrinsically

va1uei by teachers than those who are not significantly high in either area.

It will be recalled that Intrapunitive pupils were higher achievers than

theother subjects in this study. On the basic of the data analyzed, per-

ceived teacher acceptance and intrinsic evaluation of the pupil are related

to two facts, that is, pupils who are both intrapunitive and relatively

high achievers are more likely to see themselves as accepted and intrinsically

valued by teachers than those Who are not significantly high in either area.

Previously cited researchers (Battle and Rotter 1963) offer evidence that

middle-class children are more likely than lower-class children to accept

personal responsibility for happenings and events. Since high scores on

Rosenzweig's Intrapunitive Scale imply.:similar dynamics through internali-

zation of blame for frustrating events, it was expected that the subjects

of this study who scored high on Rosenzweig's I Scale would be of higher

socio- economic status. The data does not support the above hypothesis in

that no significant relationship exists between I and socio-economic status.

The discrepancy between the findings of this study and those of Battle and

Rotter can, perhaps, best be explained by comparing the population groups

included in the two studies. Whereas Battle and Rotter were comparing lower

and middle -class groups, the finding of this study are concerned only with

probable difference within a lower aocio- economic group. It is possible,



therefore, that the establishment of significant relationships between
Intrapunitiveness and sWo-economic status was prevented because of
the restricted rengi of te socio-economic group represented in the present
study.

It was reasoned that children who are able to internalize blame for frustration
would have greater ego-strength than those children who externalize blame
for frustration or feel the need to ignore or "gloss over" the frustrating
instance. Intrapunitive children, then, would be lest defensive and have
better self-concepts than children who resort to other modes of coping with
frustration. Since parent - child relationships are a major factor in the
emotional development of the child, it was hypothesized that intra-puni.
tive children would come from homes where parental attitudes towards child-
rearing were relatively positive. The findings provide differential support
for the matrices.

It can be seen that a negative relationship between hostile-rejecting attitudes
on the part of the mother and It This finding reveals that, Intrapunitive
children are likely to come from families where the mother manifests accept-
ance and low hostility in her relationships with the child. Such relation'.

ships seem conducive to the eatablishment of adequate ego-strength on the
part of the child which would allow him to internalize blame for frustration
while maintaining a positive self-image. On the other hand, a significantly
negative relationship was found between Intrapunitiveness and Democratic
attitudes on the part of the father. The "Democratic" Scale of the POI is
associated with such factors as "encouraging verbalization, strictness,
equalitiariam, conradeship and sharing". It will be noted that the above
factors conote a closeness between father and son on an involvementof the
father in the parent-child relationship. It is possible, therefore, that while
not actually rejecting the child or attempting to costrol Lin (evidenced
by no significant correlation between I and father hostile-rejecting or
authoritarian-controlling) the father of the intrapunitive child may -also
not involve himself actively in the more positive aspects of mild-rearing.
The picture emerges, then, of the father who, for the most part, disassociates
himself from the child - yet does not necessarily harbor negative feelings
towards Mrs.

Contrary to the staged hypothesis, a significant relationehip was not found
between Intrapunitiveness and race. The data indicates, therefore, that the
tendency to internalize blame for frustration is based on factors other than
racial group membership.

In summary, the Endings indicate that, for the population .studies Intrapuni-
tiveness is independent of such factors as intelligence tuts scores,
creativity, perceived peer acceptance and perceived parent acceptame and
intrinsic valuation, socio- economic status and race. On the other hand,
the intrapunitive child is likely to achieve at a higher level than his peers,
perceive himself as better accepted and intrinsically valued by his teachers,
and come from a family where the mother is less hostile and rejecting in her
attitudes toward child-rearing than mothers whose children react to frustration
in other ways. The father is seen a fulfilling a rather neutral role where-
in he does not reject the child no attempt to control him, but neither does
he seek a particularly close relationships with the child.
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Need Persistent

It was reasoned that children who continued to work towards the solutation

of the original goal, when confronted with frustration, would generally

speaking, be more productive individuals than those children who react to

frustration in other ways. It was assumed that many variables would affect

the productivity of individuals. Some of these variables might be such

factors as race and socio-economic status. For this reason, a positive re-

lationship was expected between N.P. and certain of the variables in this

study.. The tendency to persist towards a goal in the presence of frustration

was measured by the Need kersistence (N-P) Scale of the Rosenzweig Picture

Frustration Study.

Contrary to expectation, no relationships were found between Need Persistence

and variables such as race and socio-economic status. For these culturally

disadvantaged children of high potential, then, the tendency to pursue an

original goal in the face of frustration is independent of socio-economic

factors and racial background.

On the otherZhand, very limited support is provided for the hypothesis that

the subjects of this study who score high on the R.P. Scale would score

higher than their peers on tests of intellectual functioning. Whenthe

effects of chronological age are controlled through partial correlation,

significant relationships remain between N-P and scores on the WISC Object

Assembly Subtest of the total WISC Performance Scale. Since N-P is only

related to the one subtest, Object Assembly, the findings suggest that N-P

is related only to performance as measured by Object Assembly type tasks,

rather than Performance in general. Thus, it may well be that success on

the Object Assembly task is a function of persistence toward a goal in the

face of frustrations.

Success of failure on verbal items such as those making up the Stanford-Binet

or Verbal Scale of the WISC, may be more difficult for the pupil to judge

than performance tasks since they are less concrete. If this is the case,

although the Need Persistent subject may respond to all verbal tasks - no

matter how difficult-he may be satisfied with an inaccurate response. In

the same way, certain of the Performance Type Tasks are more subject to self

criticism than others. For example, on the Picture Completion test a student

who scores high on N-P may pick an irrelevant, yet to the student, a meaning-

ful missing part for his answer. Such an answer would satisfy his need to

present, yet result in a low score. Object Assembly, on the other hand, would

seem to be the most "self correcting" type of taskAn that the student would

not feel satisfied with his efforts until he had attained closure. If this

zotatAss explanation is tenable, then, it may well be that Object Assembly

scores reflect Need Persistqnce more than the other sub scales of the WISC.

It was expected that pupils who scored high on the Rosenzweig Need-Per-

sistence Scale would outperform their peers in both the Creativity and

Achievement areas. The above hypothesis mere based on the assumption that

the need for completion of a task in the face of difficulty and frustration

would result in higher scores on both the Achievement aad Creativity Batteries.

Although significant relationships were found between N-P and certain achieve-

ment test scales and creativity factors, partial correlations holding the
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effects of chronological age constant, reduced, these relationships to less

than significance, thereby, negating the hypotheses.

Because it appeared that thy: Need-Persistent children would be more likely

than others to see a task through to a solution, it was expected that likely

accomplishments associated with such behavior would result in Need-Persisten

children obtaining greater acceptance from others. Acceptance by others

Should help develop feelings of acceptance in Need-Persistive Children.
After controlling the effects of chronological age, correlations reached
significance only on the Perceived Teacher Intrinsic Valuation and Per-

ceived Teacher Total Scale. On the basis of the findings, therefore, it

appear that the Need-Persist .t children perceive their teachers as
valuing them for their intrinsic worth, but not as acceping of them any

more than of other children. One explanation for the above findings might
be that these children are, more than others, willing to persist to the

completion of school assignments. If this is true; then; 4-Amm...rs may

actually tend to value the Need-Persistent student more than his peers be-

cause of his willingness to persist in academic areas.

It was hypothesized that culturally disadvantaged children of high potential

Who persist toward goals when confronted with frustration would come from

homes where parental attitudes toward child-rearing are relatively postivie

because it was reasoned that children who persist toward goals in spite

of frustration would come from homes where general child-rearing practices

were conducive to building feelings of confidence and sclf-esteem. It can

be seen that higher scores on the Need-Persistence measures are negatively

related to scores on the Mother Hostile Rejecting Scale of the PARI. The

data indicates, therefore, that mothers of Need-Persistent children are
not likely to hold hostile or rejecting attitudes towards child-rearing

practices, thus, providing partial support for the above hypothesis.

In summary, scores on the Need-Persistence Scale of the Rosenzweig Picture

Frustration Study seem to be relatively independent of race, socio-economic

status, creativity, achievement, perceived peer and parept attitudes, and

scores on Verbal measure of intelligence. Relationships were found, how-

ever, between N-P scores and the Object Assembly subtext of the WISC, Per-

ceived Teacher Intrinsic Valuation and the Mother Hostile-Rjecting scale

of the RAM The latter relationship was such that mothers of Need-Persis7.

tent children are less hostile-rejecting than mothers of children who respOi

to frustration in other ways. It would appear, therefore, that Need-Persis.
tent children do better on tasks where success is readily evident, are intr:

sically valued by teachers, and come from homes where mothers are not host

or rejecting.

Ego Defensive

Although a certain amount of ego-defensive behavior in the face of fru-
stration is normal and may ven be necessary to the emotional well-being
end general functioning of the individual, it was believed that children will
over-employ ego-defense mechanisms would be emotionally insecure to the ex-
tent that their productivity would suffer and they would have difficulty wil

interpersonal realtionships. Furthermore, it was believed that the tendenc:
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to over-employ ego-defense mechanisms would be related to other variables

such as race and socio-economic status. The Ego-Defense (E-D) Scale of
the Rosenzweig Picture Frustration Study provides a measure of the extent
of which the individual employs ego-defense mechanisms when confronted with
frustration.

An examination of the correlation matrices revealed no significant re-
lationships between E-D and achievement test scores, creativity factors,
and intelligence test scores. The hypotheses predicting that culturally
A4"A"'ntneA children of high potential who aenrad high on the Rosenrweie

E-D Scale would not as well as their peers on the above meaeures must,
therefore, be rejected. In addition, significant correlations were not
found to exist between E-D and race an4 socio-economic status, thus
negating the hypotheses that children who scored high on the E-D Scale
would tend to be of the Negroid race and of lower -lower socio-economic
status.

It was believed that certain types of defensive behavior in the face of

frustration such as projection of blame or denial of responsibility would
be manifested by those subjects who perceive themselves as less well accepted
by peers, parents and teachers. The findings provide partial support for .

the above hypothesis in that, when chronological age is held constant
through partial correlation, there remains significant relationships be-
tween E-D and Perceived Peer Acceptance and Perceived Teacher Intrinsic
Valuation such that Ego-Defensive pupils do not perceive themselves as
well accepted by peers or as intrinsically valued by teachers.

It was also hypothesized that these culturally disadvantaged children of

higher potential who scored high on the Rosenzweig E-D Scale would come
from homes where parental attitudes toward child-rearing were not positive.
The above hypothesis was based on the belief that children who found it
necessary to over-employ ego-defensive mechanisms would probably.have

parents who are more critical and less accepting in their child-rearing
practices than parents of children who used other coping mechanisms. The

findings lend support to the above hypothesis in that significant relation-
ships exist between the Rosenzweig E-D Scale and both the mothers' and

fathers' attitudes as measured by the Hostile Rejecting scale of the PARI.

In summary, it would appear that the tendency to ego-defensiveness on the

part of the subjects included in this study is independent of such variables

as race, socio-economic status, creativity, achievement and scores on in-

telligence tests. On the other hand, Ego - Defensive children are likely to
perceive themselves as less well accepted by peers and less intrinsically
valued by teachers than other subjects making up the sample population of
this study. Furthermore, Ego-Defensive subjects are likely to come from
homes where both the mother and father are hostile and rejecting in child-
rearing attitudes.

Obstacle Dominant

High scores on the Obstacle Dominance (O.D.) Scale of the Rosenzweig
Picture Frustration Study, according to Rosenzweig (1948) indicate that,
when confronted with frustration, the subject becomes overwhelmed and



blocked. That is, he is unable to take positive action to cope with the

frustration, itself. Be does not seek relief from the frustration through

employment of ego - defense mechanisms nor does he persist to some solution

of the problem. Since the tendency to become overwhelmed by frustrating

instances connotes tittle in terms of positive coping action, negative re-

lationships were expected between certain of the variables under study and

high scores on the Obstacle Dominance Scale of the Rosenzweig Picture

Frustration Study.

It was hypothesized that the subjects of this study who were apparently

blocked by frustrating situations would obtain lor-ver. int-0.14r~gh 11"^"°/1":

In order to obtain a sample of the child's maximum intellectual performance

on intelligence scale, it is necessary to ask questions which the child

finds challenging, difficult, and finally impossible to answer on the basis

of information that he has accumulated. In the Performance areas, tasks
become increasingly complex to the point that the subject can usually no
longer successfully handle theme It.was believed that the child who tended,

more than others, to become blocked by frustration would be less likely to

respond to difficult intelligence test items than others such as those who

aee new ways to overcome frustration through positive action. A perusal

of the correlation matrices does not support the stated hypothesis in that
significant relationships with the Obstacle Dominance Scale were not found

with the Stanford-Binet, WISC Verbal, WISC Performance, or WISC Full Scale

intelligence measures. Although significant relationships did obtain between

O.D. and the WISC Vocabulary and Picture Completion sub-scales, these re-

lationships are difficult to explain and may well be due to chance factors.

Children who are apparently blocked by frustrating situations were believed

to be both socially and emotionally immature. Consequently, it was expected

that they would tend to be less successful in their daily living with regard
to such factors as.academie achievement, interpersonal relationships, and

creative functioning. It was, therefore, hypothesized that children who
scored high on the Rosenzweig Obstacle Dominance Scale would achieve at
lower levels than their peers, score lower on measures of creativity
variables, and perceive themselves as less well accepted by parents, teachers
and peers. Relationships were not found between O.D. and any of the above
factors, thus negating these hypotheses.

It was also hypothesized that those children who, more than others, tended
to find themselves blocked in frustrating situations would be of lower - lower

socio - economic status. This hypothesis was based on the belief that children
who have been reared in poverty would find it more difficult than most to
cope with the frustrations inherent in daily living. It was believed that
these children would generally hold little hope of improving their condition
and would, thus, find themselves overwhelmed by day-to-day frustrations
and failures. The data does not support the above hypothesis in that no
relationships were found between OD and socio-economic status.

Contrary to the hypothesis that these culturally deprived children of high
potential who scored high on the Rosenzweig OD Scale would come from families
whose parents attitudes towards child-rearing were less positive, no signi-
ficant relationships were found between OD scores and measures on the PART.
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Consistent with the negation of previous hypothesis, the data does not
support the hypothesis that OD would be related to race.

In summary, Obstacle Dominance scores were found to relate- significantly
with only two of the total number of variables included in this study other
than intra-test variables. From a statistical standpoint, then, it seems
safe to assume that Obstacle Dominance had essentially no relationship-. with
other variables except that which might be expected by chance. It, there-
fore, appears that the Obstacle Dominance Scale may measure aspects of be-
havior other than those considered in this study.



Chapter VI

INTERPRETATION OF CASE STUDIES

Summary of Case Study Finding!

An analysis of data obtained from a psycho-educational diagnosis of each
cbild in this study has supplied additional and supplementary information
concerning each culturally disadvantaged child in the study. These case
studies utilized both quantitative and qualitative data. Quantitative
data were obtained through the use of standardized and objective research
instruments in the areas of intellectual functioning, achievement,
payethnlinolAatic ah414Viaa* eraAtivityip pareaivaa near* parant* anti teat,har

attitudes, attitudes of parents, and reactions of children to frustration,
Qualitative data were from projective techniques, clinically structured
interviews with children, parents, teachers, and agency personnel conducted
by the psychologist, social worker, coordinator, and consultant for the
project. Careful analysis of each case study was conducted to determine
differentiating environmental and personality variables which appear to have
a bearing on the children's ego development and their consequent adjustment
to the school situation.

The total group of subjects in this study -was made up of the top 20 per cent
of the culturally disadvantaged with respect to intellectual functioning in
the elementary schools of this school system. Nevertheless, there was a
wide range of cultural deprivation, intellectual functioning, and personal
adjustment within this population. For purposes of comparison these
subjects were sub-divided into two socio-economic groups--the upper-lower
and lower-lower. Although differences between groups were manifested,
these differences seemed to be a matter of degree rather than kind.
While there were identifiable characteristics representative of the
group as a whole, it must be pointed out that each culturally disadvantaged
child did not necessarily exhibit all of these group characteristics.

An evaluation of the 203 case studies disclosed the following factors which
appear to be associated with cultural deprivation as related to school
experiences: The following delineates specific areas of weaknesses of
these culturally disadvantaged children: (1) level of aspirations
unrealistically high or unrealistically low; (2) extrinsic values
predominate over intrinsic values; (3) peer relationships superior to
authority figures; (4) internal controls inadequately developed, dependent
on external controls; (5) reduced attention span, distractible, and
inclined toward hyperactivity and impulsivity; (6) tendency toward
rigidity and stereotyped responses; (7) negativistic toward school and
school-like tasks; (8) excessive striving for attention and recognition;
(9) poor self-concept, lack of cnnfidence, and feelings of inadequacy;
(10) suspicious and distrusting of adults; (11) quality of expressive
abilities inadequate to cope with expectations of school; (12) immediate
gratification of needs takes precedence over development of long term
goals; (13) parents perceived largely in terms of fulfillment of extrinsic
needs; (14) perceive themselves as having few friends; (15) easily
frustrated when coping with school-like tasks; (16) function best in a
structured situation where limits are firmly set; (17) limited background
of experience to insure optimum school progress; (8) easily over-
stimulated by new situations and experiences; and (19) evidences gaps
or deficits in intellectual functioning.
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While these children have numerous weaknesses, the following strengths
were noted during the psycho-educational diagnosis: (1) respond favorably
to individual attention and recognition; (2) respond positively to new
experiences when the necessary structure is provided; (3) self-sufficient
within the limits of their environment; (4) responsive to physical and
game-like activities; and (5) desire to be accepted and appreciated.

This study clearly accentuates the hypothesis that even the culturally
disadvantaged with higher potential have matiy psycho-educational problems
similar to culturally disadvantaged children in general. Although these
problems seem to decrease with the increase in socio-economic status,
the proh1ems nplmrthAleast; are evident in degree for the group as a

whole in this investigation. In a society such as ours which is so
dependent on full development and utilization of its human resources for
its survival, we can not continue to allo such valuable untapped human
resources to go to waste. School systems must assume more responsibility
for the identification of the culturally disadvantaged, especially those
with high potential, and provide these children with the educational
programs and services that will enable them to develop and use their
potential to the fullest.

Representative Case Studies

The following four case studies were selected as being representative
of the upper-lower and lower-lower culturally disadvantaged children with
higher potential. The first two cases are of girls, one from the
upper-lower group and one from the lower-lower group. The last two cases
are boys, one from the upper-lower group and the other from the
lower-lower group. Based on the information obtained from case
studies such as the following, it is possible to formulate an intensive,
individualized treatment program with special attention to amelitwAting
specific learning deficits.

Case of Peggy
(Lower-Lower SES)

Peggy, a six year old Negro girl who appeared small for her chronological
age, had just: completed kindergarten at the time of the case study.

I. Diagnostic Information

Social History,

Peggy is next to the youngest child in a family of Lower-lower
socio-economic status. Her six siblings range in age from five months
to thirteen years. The parents are divorced as a result of the father's
abusiveness toward the mother and children, his whereabouts are unknown.
The youngest child in the family is illegitimate. The extended family
constellation includes an aunt and her two year old child.

The family receives a public aid grant of $300 per month which is their
sole substance; however, the mother does work some of this grant off by
part-time employment as a seamstress at a local nursing home.

The family lives in a substandard three bedroom house which is inadequate
for the number of.people residing there. Cleanliness and sanitation
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facilities are questionable. Home conditions appear to offer little in

the way of materialistic advantages and intellectual stimulation. Super-

vision and stability afforded-by the home environment are minimal. The

mother seemingly is emotionally immature and unresponsive to the

children's needs. The aunt assumes a large portion of the responsibility

for the rearing of the children. Discipline in the home consists of

physical punishment, verbal abuse, and confinement.

Medical History

No complicating factors were reported in pregnancy and birth. Peggy

accomplished various developmental tasks such as sitting alone, walking

and talkifit within the normal range. Medical examination 4442^111°°d

Peggy had a kidney infection and had a history of frequent and persisting

colds. The doctor stated that symptoms of malnutrition were present.

School History

Peggy entered kindergarten at the age of five. Her initial adjustment to

school was fair. She demanded a great deal of individual attention and

reassurance and frequently sulked when something did not go her way.

Her school progress was thought to be average in a group of culturally

disadvantaged children. Her overall attitude toward school appeared to

be negative; she was not task-oriented. In talking with her, it became

apparent that she preferred playing with fellow classmates to attending

to school tasks. The mother did verbalize a positive attitude toward

school and the importance of an education; however, it was felt that she

was expressing opinions that would make a favorable impression on the

interviewer. She said that she was happy that Peggy was selected to be in

the program and hoped she would take advantage of it.

Psycholosical Evaluation

Peggy's behavior during the testing session was characterized by hyper-

activity, inattentiveness, and distractibility. It was necessary for the

examiner to place firm limits on her behavior, however, a somewhat

dependent relationship evolved from establishing such a structure. After

a time, Peggy settled down and appeared to put forth sufficient effort

on the tasks presented.

Peggy was found to be functioning within the average range of intelligence.

On the Stanford-Binet Intelligence Scale, she obtained an IQ score of 107,

her chronological age being 6 years, 1 month, and her mental age 6 years,

6 months. On the Wechsler Intelligence Scale for Children she attained a

Verbal IQ of 116, a Performance IQ of 96, and a Full Scale IQ of 107.

Although the total Ns on these two instruments are similar, they do not

seem to provide a true indication of her potential learning ability. For

example, her poorest performance was on vocabulary items which are highly

influenced by cultural background. Peggy had considerable difficulty in

expressing herself verbally using correct grammatical forms. For example,

she substituted "mans" for "men" and "knifes" for "knives", etc.

Adding credence to the opinion that the obtained IQ scores are not

accurate estimates of her true potential is the fact that she performed

so well on those items involving similarities on both scales. She had

little difficulty understanding and dealing with abstract concepts

presented in verbal form. Abstract concepts presented in non-verbal form,

however, seemed to cause her considerable difficulty. For example, on
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the performance eubtest of the WISC, designed to measure one's ability to

analyze a given pattern into its parts, she failed to grasp the visual
spatial configuration of parts necessary to organize these parts into a

whole. Her performance on the visual-motor sequencing test of the ITPA

gives further support to this finding. The primary factor contributing to

her low performance on these performance type tasks seems to be directly

related to her culturally deprived background. Peggy's ability to perceive,

reason out, and evaluate situations in everyday life apparently have helped

her toward attaining and maintaining a fairly adequate level of adjustment
within her sub-cultural environment as well as in the dominant cultural
environment. Peggy's retention of auditorially presented materials of a
non-meaningful nature, such as the recall of digits, seems to have been
affected by personality factors such as her distractibility and inattentive-
ness. This too, is seen to be directly related to her cultural background.

On the Primary Mental Abilities Test, her performance was equivalent to her

chronological age in verbal meaning, perceptual speed, and quantitative
ability. Her performance in the area of verbal meaning closely approximated

that of the vocabulary on the WISC and Binet. Her poorest performance on

the PHA. was in the motor and space areas. These areas purport to measure

the ability to visualize and think about objects in two or three dimensions

and to coordinate hand and eye movement. These findings support her

relatively low scores on the Performance sub-tests of the WISC. This,

too, is seen as reflecting the lack of experiences afforded by her cultural

background.

Although no overt emotional problems vere evident at the time of this

evaluation, it appears from social history, behavior, and projective

data that this girl has experienced considerable emotional deprivation.

She exhibited unusually strong needs for warmth and attention. Peggy

appeared to have developed a satisfactory relationship outside of the

family constellation, she had several playmates her own age in school as

well as outside of school. On the Rosenzweig Picture Frustration Test,

her responses suggest that her ability to meet stressful social situations

in a conventional fashion is equivalent to that of most youngsters her

age. According to projective data, when faced with a frustrating situation,

her direction of aggression tends toward uninhibited extra-punitive

aggression. While others might gloss over a frustrating episode without

apparent aggression, she is likely to express aggression against the.

environment. If such behavior, however, fails to remove the stressful

situation, she then may adopt a pattern of inactivity rather than persisting

toward a solution to the problem. In the face of continuing frustration,

the teacher might expect this child to initially act out and if thwarted

exhibit a pattern of passivity and apathy.

Peggy's level of aspiration, as indicated by an interview, was low and

seemed indicative of her deprived background. Her aspiration was to be a

domestic servant. She appears to value school attendance primarily for

the social interaction. Peggy has not learned to delay her own personal

gratifications in order to derive the fullest benefit from her school

experience.

II. Recommended Educational Programming

The test data suggests that Peggy has intellectual potential which has not

effectively developed because of her cultural background. Indications are



that she could benefit from a specially designed program which would
provide her with broader, more stimulating experiences than those to which
she has previously been exposed. She also needs specific help in
ameliorating certain learning deficits.

Intellectual and P chain Abilities

One of Peggy's major difficulties is in the area of verbal expression
(e.g., acquisition of automatic habits for handling the syntactical and
inflectional aspects of language). Her retarded vocabulary development
as well as her limited ability to use and recognize correct grammatical
forma might be enhanced by associatina word naenin-- war-- concrete
experiences designed to bring out the significance of the tee or by
relating them to certain events. Reading lind talking to Peggy and

engaging her in conversations in the classroom or excursions to local
points of interest should also be beneficial. First-hand experiences
such as role-playing, dramatization, and field trips also would provide
the kinds of experiences that would strengthen Peggy's primary language
weaknesses. The teacher should build readiness for experiences, carefully
guide the learning experiences, and reinforce learning'. New experiences

must be sequential in terms of order of difficulty and complexity. Cow
prehensive labeling should be used as the focal point for the learning
of subject matter in the classroom. With her increased vocabulary and
language development, Peggy should be in a better pOsition to learn to
express herself verbally. To further help her develop this ability and
gain confidence in this respect, she might benefit from exercises involving
the description of objects or occurrences in some detail and in several
different ways, using as many adjectives and adverbs as possible. As her

verbal ability increases to should expectations include more complex verbal
tasks such as evaluation and interpretation of activities.

Because of her poor verbal ability in expressing herself, it seems she
would profit from activities which would help her acquire or enhance
perceptual abilities and thus provides a conceptual basis upon which to
build more complex language skills, Peggy might profit from opportunities
to see and physically manipulate objects of a concrete nature--particularly
puzzle-type activities. This should enhance her ability to analyze a
pattern into its parts and strengthen her visual spatial abilities. More
exposure to these types of activities offered in arts and.cralts
should enhance her abstract reasoning of non-verbal materials, which
might have a positive carry-over into reasoning with verbal materials.

Achievement

The teacher's evaluation of Peggy's readiness to read indicated that her
chances were fair. Her rate of progress seemed average in a group of
culturally disadvantaged children but below school system norms. Her
attitude toward school and formal learning appeared to be negative which,
of course, may have a detrimental effect on her total school adjustment.
The teacher might help alter this attitude by providing positive and
challenging experiences in academic tasks in which Peggy can experience a
great deal of success. Since she would rather play than work in school,
a "game" approach to learning should be worth considering. The mother's

assistance would be invaluable in helping Peggy develop a more positive
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attitude toward school. Suggestions and guidance in this respect might

be given the mother by the teacher. Such aspects as positive reference

to school at hoe, expressing overt interest in school activities, giving

praise for good work brought home, and involvement in matters pertaining

to school would be areas to discuss and plan with the mother and/or aunt.

Since Peggy's aunt assumes a large portion of the responsibility for the

children in the home, it is probable that the teacher will have to work

through her on occasions.

The teacher should keep in mind that Peggy will need more help than most

youngsters in learning school "know-how". She does not --ssese good study

habits, strong powers of concentration, or test taking sophistication.

Social and Emotional

Peggy has exhibited an unusually strong need for warmth and attention. It

seems likely that she has been deprived of emotional support in the home.

In the classroom she should be given as much attention and praise as

possible. Tasks of a non-academic nature which would involve "helping"

the teacher would seem to provide a framework for fulfilling this need.

Since the crux of the problem undoubtedly stems from the home, it would be

most advantageous if the mother could spend a few minutes a day with

Peggy on school related activities such as reading to her, discussing

experiences with her, and involving her in day-to-day activities in the

home such as cooking, cleaning, shopping, etc.'

It would also be beneficial if the teacher understands that Peggy's first

reaction to frustration will likely be one of aggression toward either the

environment or the one she perceives as being the perpetrator of the

frustrating situation. If such behavior is thwarted, she may adopt a

pattern of inactivity culminating in passivity and apathy. Therefore,

when Peggy becomes moody, sulky, or pouty, the teacher should recognize

these as symptoms of frustration and re-evaluate the proceeding

occurrences to determine the basis for her behavior.

Case of Marietta11116. Mpli. (Upper-Lower SES)

Marietta, an eight year old Caucasian girl of average size for her

chronological age, had just entered third grade at the time of the case

study.

I. Diagnostic Information

Social Mist=

Marietta is the third of five children born to a family of upper-lower

socio-economic status. The father, who completed the eighth grade in

school, is a meat cutter by trade. As a result of a serious accident,

the father had not worked for several weeks. The mother, who completed

twelfth grade in school, is employed at a local electronics manufacturing

plant as an assembly line worker. The combined earnings of the parents

is around $515 per month.

The family is buying their home, which is considered to be quite small for

the size of the family and is in poor physical condition. Furnishings

in the home are quite sparse and in need of repair. There were no books,
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record player, nor any other form of cultural stimulation except a

television set in the living room which completely dominated t?'e room.

Although the family apparently has a larger income than some of the

subjects, they are living on a marginal level which is understandable

considering the rise of the family and the cost of living in this

particular community.

The parents seem to have a good relationship with each other. The

children appear secure in the home although the parents tend to be some-
what curt in dealing with them. It seemed doubtful that too much

emotional warmth was shown to the children but the parents appear
intelligent and sincerely interested in the achievements of their
children, a'.though it was appaaent that there was little understanding
of how to promote intellectual growth in children.

Marietta exhebits a great deal of sibling rivalry. She is quite stubborn

in terms of standing up for her own rights. The parents feel that she

gets along hell with children of all ages, but particularly those near her

own age and that she enjoys playing with groups. She tends to be a leader.

Medical Eistorz

The mother iitated that her pregnancy with Marietta was normal and full term

with no comllications at birth. Following birth Marietta was found to be

a blue baby but this cleared up very shortly with no after effects. There

were no particular feeding problems but Marietta did have what was termed

the "three tionth colic". She was toilet trained at about 14 months of age

and was easy to train, according to the parents. The parents could not

recall at what age she learned to sit, walk, or talk but felt that it

was at an average age. She is a good sleeper and experiences no enuresis

and apparently she has no fears. She has had three clay measles, mumps,

and chicken pox. Immure:zetions were up to date.

School Histoll

Marietta entered tne first grade at the age of six years and five months

without prior kindergarten experience. She has been able to make average

academic progress and is a good strong C student. While the parents

believe Marietta likes school and gets along well with her teachers,

her attitude toward school seems not to be altogether positive. The

teacher reported that Marietta has a social problem in the classroom.

She seems preoccupied with actions of others. Children in the class

like to tease her, especially the boys. She does acceptable work rot

of the time and occasionally shows sparks of creativity.

Aubsiagel Evaluation

During the testing session, Marietta was relaxed and quite free and

spontaneous in her conversation with the examiner. It was apparent that

she was quite enthusiastic and highly motivated for taking the tests.

Thus, cooperation was never a problem. She tended to become somewhat

frustrated, however, on certain tasks where she had to persist for some

length of time without success. This did not pose a serious problem

since she responded favorably to encouragement and praise.
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On the Stanford-Binet Intelligence Scale, Marietta attained an IQ score
of 117, her mental age of nine years, two months being considerably above
her chronological age of seven years, nine months. On the Wechsler

Intelligence Scale for Children she attained a Verbal Its of 96, a

Performance IQ of 89, and a Full Scale IQ of 92.

The reason for the discrepancy between her performance on the two intelligence
scales is lot readily apparent. On the Stanford-Binet, she passed several

items at a higher level involving auditory and visual memory which tended
to elevate her score. Aso. she was successful on those items requiring
the knowledge and ability to reason out and deal with problems of a practical

day-to-day rlature. Her language and vocabulary development relevant to

academic achievement is not as high as might be expected for a child of
her chronological age and ability. She does not have the necessary funda-

mental founeation for the development of higher level abstract thinking.
That is, she was weak in the ability to perceive and differentiate like-
nesses and differences between objects, symbols and ideas, is poor with

respect to her reasoning ability as applied to ascertaining relationships,
and ability to generalize. This seems to be the most significant deficit

in her functioning at this time. Precluding the development of these
various abiltties is her need for increased awareness for detail in her
environmant which would help facilitate her perceptual and conceptual
development. Test data revealed no specific psycholinguistic deficit,
although her subtest scores were generally lower than expectancy.

She was markedly lower on the visual-motor subtest.

It was observed in her performance on the creativity test that she is quite
rigid and stereotyped in her thinking. Except for very minor deviations, she

tended to follow one line of thought which pointed up her ineptness in terms
of a divergent style of thinking. Judging from her performance on this test
and the indicated strength in her intellectual functioning, it is suspected
that Marietta tends to feel more comfortable in a classroom situation

there materials are presented in a well structured fashion and where she
could rely heavily on memory to maintain an adequate level of achievement.

Marietta attained the following grade scores on the Stanford Achievement
Test: Word Meaning, 3.2; Paragraph Meaning, 3.1; Science and Social
Studies Concepts, 2.9; Spelling, 3.4; Word Study Skills, 1.9; Language,
2.0; Arithmetic Computation, 2.8; and Arithmetic Reasoning, 2.3. While

she appears to be achieving below mental age expectancy in all areas,
seemingly she is more markedly retarded in arithmetic computation,
language, and work study skills than in other areas.

Marietta appears to be fairly well adjusted both socially and emotionally.
She has a great deal of self-confidence and seems to feel fairly secure.
It appears that she is quite realistic in her approach to life and tends

to reason out problems confronting her in lieu of behaving in an impulsive

fashion. A higher level of maturity was reflected in her ability to

delay gratification. In her relationships with others, she tends to

assume a cooperative and compliant role, especially with adults. With

her peer group, she likely exhibits more aggressiveness in terms of
competitive concerns. Marietta places a great deal of emphasis on success
but is not entirely motivates by a need to do better than others. Rather,

part of her motivation eminates from an internal desire to increase her

level of effectiveness and functioning. In other words, she appears to
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compete with herself. This may be an erroneous assumption as her

classroom concerns with the progress of other children suggests that her

apparent internal competitiveness may be defensive in nature. In other

words, Marietta may actually fear to have her progress compared with

others.

When interviewed regarding what she would like Co be when she grows up,

she indicated a preference for being a factory worker. While this choice

suggests identification with her mother, it also points out a low level

aspiration which may be inherent in family values.

II. Recommended Educational Programming

The test data suggest that Marietta, even though she is identified as

being a member of an upper-lower socio-economic status family, has a

number of deficits which seem to reflect the effects of her cultural

background. She seems to need specific help to promote accelerated develo

went in her weaknesses.

Intellectual and ,aykolinquistic, Abilities

It would appear that early deprivation has resulted in a gap in her

intellectual functioning. For example, although this child operates quite

well on tasks involving rote memory, both auditory and visual, and is able

to deal with problems of a common sense nature, she finds it difficult

to handle abstractions and is deficient in her ability to generalize,

as reflected by her below average score on the WISC Performance Scale.

Marietta was evidently not provided with sufficient auditory visual

perceptual experiences in the home in the preschool years. It appears

that she needs to engage in some structured activities which will promote

the acquisition of perceptual skills leading to improved high level though

processes. For example, adoption of activities based on Piaget's

concepts would seem appropriate. Such activities would include classifyin

similar objects on the basis of different characteristics beginning with

the supra class and breaking this general class down into sub-classes

and recombining into the super class thus using both deductive and inducti

thinking. Such activities and procedures should help her become more

proficient in generalizing. These exercises should be sequential beginnin

with the simple and going gradually to more complex and multivariable

demands.

Her ability to formulate relationships can be enhanced by activities invol

manipulation of objects of a concrete nature by being provided with mean-

ingful, first hand experiences skillfully guided by the teacher, and by

giving her many opportunities to verbalize these concrete experiences

orally and in writing. When working with a puzzle, the teacher could

help her visualize why one piece of the puzzle goes in a particular place

and guide her in seeing why she makes a particular choice. Discussions

of what she saw on a field trip, focusing on likenesses and differences,

on cause and effect, and on specific relationships to her own experiences

should stimulate and enhance her abilities to draw conclusions and to

generalize and abstract.

Achievement

Marietta i, functioning at grade level in reading; however, her mental

age on the Stanford-Binet (IQ 117) would suggest that she is working

.155.



below her potential, especially in the light of the fact that her

wasured level of intellectual functioning may be depressed. Probable

lack of motivation to read in her leisure time indicates a need for
stimulating her interest in reading. Since she seems to have mastered

the word attack skills, practice is possibly the prime deterrent to her

growth in reading. The teacher should provide her with high interest

reading material and also solicit the cooperation of the parents in urging

her to read. Comic books may be appropriate at this time. It is not so

important at this time to be concerned as to what she reads. Developing

a desire and need to read is the prime goal.

She seems to need meaningful individual drill sessions to help her acquire

the fundamental computation skills in arithmetic. Use of concrete

materials such as an abacus and the Cuisenaire rods would likely be

appropriate. To further assist Marietta in strengthening arithmetic

reasoning, such problems as "How many ways can the sum of ten be obtained?",

or "How many numbers can you use in subtraction to get a remainder of two?"

could be used. Charting her progress should be particularly suitable since

this girl seems to compete with herself. She needs to visually see she is

making progress.

Social and Emotional

Since this child is overly concerned with the progress of other pupils,

the need for the teacher to continually point up her strengths and

successes seems imperative. She needs to know about small increments of

progress. Apparently she cheeks on other children because she is

fearful that she is not doing well.

use of Charles (Upper-Lower SES)

Charles, a nine year old Negro boy who is of average physical size for his

chronological age, had completed the third grade at the time of the case

study.

I. Diagnostic Information

Social History

Charles is the youngest child in a family of upper-lower socio- economic

status. He has an older brother in the tenth grade. The father, who has

a fourth grade education, has been a construction worker for the past

seventeen years. The mother, who has a fourth grade education, is not

employed outside the home. The family lives in a relatively new house

which appears out of character in the neighborhood dominated by older

deteriorating homes. Everything in the home was neat and clean in

appearance and the furnishing adequate. There were no books and other

intellectually stimulating materials appeared to be absent.

Medical History

Information regarding the =Other's health during pregnancy, circumstances

surrounding Charles' birth,and Charles' developmental history all indicate

normal birth and development. He has had some of the usual childhood

diseases but no serious illnesses and is in good physical health.



Information regarding the family was meager since the parents were quite
reluctant to discuss information related to their private lives.

School History

Charles had prior kindergarten experience before entering the first grade.
His rate of academic progress has been notably poor. During the first

half of his third grade year Charles was referred for psychological
testing because he was considered to be underachieving. At that time
the teacher estimated his level of achievement as follows: Reading, 2.0;
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Writing, 2.5. As a result of the testing he was found to be functioning
within the low average range of intelligence. He had a great deal of
difficulty expressing himself verbally and was reluctant to use language.
It was noted that he lacked confidence in his abilities and had a some-
what negative attitude toward school.

Early in his fourth grade year the teacher reported that Charles seemed
confused and disoriented. He almost never heard or comprehended directions
given to the group and was very slow in all types of work. His verbal

skills were very poor which resulted in his having much difficulty
expressing himself orally. In reading he had trouble succeeding with
second grade material. He often distracted other children by poking,
talking, or throwing. When other children reported that be had done some-
thing wrong, he would stand and look utterly confused as if he really did
not know what they were talking about. Because of this behavior he was

not well accepted by the other children.

Psychological Evaluation

Although cooperation throughout the examination session was adequate,
Charles manifested little spontaneity in either word or action. His

response to praise and encouragement was one of guarded acceptance.

Charles was willing to persist on difficult items for a reasonable
length of time and seemed to make a sincere effort to do his best.

On the Stanford-Binet Intelligence Scale, Charles' performance earned him

an IQ of 100 indicating that he learns at a similar rate to most children

of his chronological age. His mental age of 9 years and 8 months suggests
that he has reached a stage of mental development wherein he can be expected

to handle advanced fourth grade materials provided he has the necessary

background skills and emotional stability. On the WISC, Charles attained
a Full Scale IQ of 96. It is interesting to note that on the individual

subtests of the WISC, Charles obtained his lowest scaled score on the

information items. These items are often considered related to early

environmental stimulation or education. Charles' relatively low performance

on the information subtest, then, would appear to reflect a deprivation of

day-to-day learning experiences to uthich most children are subjected.
Charles did relatively well on the picture completion and picture arrange-

ment items. The above subtests do not require verbal response on the part

of the subject. The picture completion and picture arrangement subtesta

do, however, presuppose an internalized verbal and perceptual,ability on

the part of the subject in that he is required to point out missing details

and arrange pictured cards to fora a. meaningful story. On the basis of the

above subtests, then, it is possible that Chariot), although he is able to
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assimilate a knowledge of things and their relationships, may find it

difficult to verbalize this knowledge. Such an assumption would seem to

be supported on the basis of Charles' relatively low performance on the

vocabulary subtest.

On the Primary Mental Abilities Test, Charles seemed to find the figure

grouping tasks most difficult. These items require the child to locate

the similar geometric designs from a rather complex assortment. Charles'

relatively low score on the figure grouping section of the Primary Mental

Abilities Test would appear to reveal a categorization weakness on his

part--particularly when dealing with abstract symbolic material. In this

area; his level of functioning approximates that of a seven year old.

Charles also ran into trouble when required to cope with verbally loaded

items. This is not surprising when one takes into consideration his limited

vocabulary and low reading ability. On the verbal items of the Primary

Mental Abilities Test, Charles' functioning approximates that of a child

eight years old. In the numerical area this boy appears to be functioning

reasonably within mental expectation indicating that his ability to handle

simple arithmetic problems is comparable to that of most children of

similar chronological age.

An analysis of Charles' language age scores on the Illinois Test of

Psycholinguistic Abilities revealed deficits in the auditory-vocal

association, auditory-vocal automatic, and auditory-vocal sequential areas.

It is the examiner's opinion that this boy's low language age score (7-8)

in the auditory-vocal association test reflects a vocabulary deficit on his

part. This was revealed through examiner inquiry where Charles was unable

to define such words as "rough", "pound", and "shallow". His low language

age score of 6-6 on the auditory-vocal automatic subtest which measures

how well the child has learned the elementary grammatical construction of

language is not seen as a lack of learning by Charles, but rather a

learning typical of his particular culture. This is exemplified by

incorrect responses such as "leafs" for "leaves", "knifes" for "knives",

and "thiefs" for "thieves". On the auditory-vocal sequencing test which

assesses the child's ability to repeat verbally presented digits, Charles'

low score may reflect a difficulty in retention of materiel that is'amaning-

less to him in terms of concrete functionality.

On the readipg section of the Stanfotd-Achievement Tests, Charles earned

the following grade placement scores: Word Meaning, 1.9; Paragraph

Meaning, 2.0. Additional testing revealed that Charles had marked

auditory perceptual problems including discrimination and sound blending.

It can be seen that this boy is, apparently, functioning approximately two

and one-half years below expectancy in the readig area. )n the arithmetic

computation section of the Stanford Achievement Tests, Charles earned a

grade placement score of 3.0. His level of functioning on the arithmetic

concepts subtest is reflected by a grade placement score of 2.6. Charles'

ability to handle arithmetic fundamentals is approximately two years

retarded in relation to mental age expectancy.

This boy's responses to items on the creativity tests were quite sparse.

Frequency of response was low and Charles revealed little flexibility by

way of being able to utilize various objects in different ways. Originality

of thought was lacking on all tasks. From a clinical viewpoint, Charles

seemed to find the creativity test the most painful of all to take. He

manifested considerable anxiety when confronted with the relatively un-

structured stimuli presented.



Socially, Charles seems to perceive himself as rejected by both his peers
and by significant adults in his life. He, apparently, saes people in
general as quite punitive. Consequently, he finds it hard to relate to
others on a more than superficial level. In order to protect an already
weak self-concept, Charles tends to project the blame for both social and
academic difficulties on to others, This, of course, is quite self defeating
in that being unable to face his own inadequacies prevents him from
correcting them and reinforces his undesirability in the eyes of others.
It seems possible that Charles' attempt to defend himself by projecting
blame on others may generalize to the classroom situation. If this should
happen, this boy way find himaelf engaging in personal batties between
himself and other personalities in the classroom who he feels make
inappropriate demands on him. This would include both his classmates and
the teacher. It is possible that any frustrating experience, either social
or academic, may be met with aggressive, acting-out behavior on the part
of Charles. It was noted that Charles' feelings of anger seem to be
accompanied by corresponding guilt feelings This tends to increase his
anxiety and quite possibly lowers his overall level of social and academic
functioning.

II. Recommended Educational Programming

Because of Charles' deficits in the various areas of his functioning in
school which are considered to be directly related to his disadvantaged
background, he is in need of intensive help in several areas. On the basis
of the diagnostic findings, the following educational programming and
procedures are indicated.

Intellectual and pucholinquistic Abilities

Charles is limited In fund of knowledge and information which is a
reflection of his deprived experiential background. Exposure to a wide
variety of experiences, ideas, and concepts in school, therefore, would
seem beneficial. Of course it is of utmost importance that the material
presented and/or the experiences provided be personally meaningful to
Charles. With each new experience, idea, or concept, the teacher will
need to help him relate and generalize these learninga to other experiences,
ideas, and concepts of a similar nature. Instruction in the classroom
should also be designed to help facilitate Charles' acquisition of
knowledge and assimilation of information outside of school. The teacher
might wish to draw attention to things and occurrences in his environment,
relating them to those in school. Such devices as the discussion of certain
television programs might be effectively utilized to help increase his
awareness of things about him and serve as a catalyst for broadening his
thinking. The task of the teacher might be complemented by eliciting, if
possible, the parents assistance. Under the guidance of the teacher, the
parents can assist Charles through discussions, trips, etc.

Charles' vocabulary development with respect to school expectations is
markedly limited. It is suspected that as he broadens his experiences and
comes into contact with new and different ideas, his vocabulary will develop
at a more rapid pace -- especially if he is provided intensive assistance in
the labeling process. Classroom exercises involving the matching of words
to definitions, selection of a proper word to fill in a missing space in
a sentence, and cross-word type puzzles would seem appropriate. Certainly



Charles' level of instructional development needs to be carefully considered

before activities are planned and initiated.

During the testing session Charles had difficUlty expressing himself

verbally which was attributed in part to his limited vocabulary develop-

ment. Where he was able to respond motorically his effectiveness was

increased. Whenever feasible, tasks should be provided that will capitalize

on this motoric style of learning and responding. Drawing or other forms

of art work, building codels,,displays, or some type of structure,

demonstration by pantomime, etc, are some of the techniques that might be

utilized to help him learn subject matter and formulate a foundation for

language development. At the same time, Charles needs to develop the

ability to express himself verbally. At a relatively non-threatening level

he might be required tf. Aoanyiha 4 ao me. detail an object or occurrence

in several different ways, using as many different adjectives as possible.

This should not only help him to better express himself but increase his

awareness for facets of his environment. Or, he might be given an assign-

ment of reiterating stories, and as he progresses, be asked to discuss or

give an interpretation. A non-critical "brain-storming" approach to the

discussion of a topic should be another useful technique.

Achievement

Charles is retarded in reading approximately two and one-half years. A

wajor factor contributing to this retardation would seem to be his limited

vocabulary development. Methods and procedures for remediation have been

discussed under the heading Intellectual. Attention must be given to his

specific learning disability in the area of auditory perception. The use

of the Kl.rk-liege-Kirk rills should help Charles overcome his deficits

in auditoly perception and in sound blending. The classroom teacher should

coordinate her work with the remedial teacher. It may be desirable

initially for the classroom teacher to use the visual method of teaching

reading since the usual methods of teaching phonics have evidently not

been .effective with this child.

Charles is about two years retarded in arithmetic when one considers his

mental zge of 9-8. It would appear that the teacher has to start at his

level of achievement in arithmetic fundamentals using as many concrete

materials as possible to help him develop arithmetic concepts. Written

problems are going to continue to give him difficulty until he acquires

more advanced reading skills.

Social and Emotional

Success should have a marked bearing on his self-concept. Since he has

been working markedly below grade level, feelings of inadequacy have been

continually reinforced. In addition, he might be referred to the social

worker for group work so he can obtain some insight into why his peers

reject him. The teacher likely will wish to work with the parents on how

they can help Charles feel better acdepted and appreciated at home. If

possible, it would seem desirable for one of the parents to set aside a

time to give Charles individual attention. This attention might be talking

with him about a television program, about interesting happenings at school,

assisting planning a picnic, etc. It would also be helpful for the parents

to plan a program that would secure his peer acceptance such as irmiting a

classmate to dinner or to stay overnight. Since the family has a better

house and furnishings than most of the classmates, Charles will need not

feel embarrassed to ask a friend to his home.
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John was found to be functioning within the average range of intelligence.

He obtained a mental age of 7 years, 4 months on the Stanford-Binet

Intelligence Scale. This was roughly commensurate with his chronological

age at that time of 7 years, 2 months, and gave him an IQ score of 104.

On the Wechsler Intelligence Scale for Children, John attained c Verbal

IQ score of 94, a Performance IQ score of 103, and a Full Scale IQ of 98.

John's vocabulary and language scores were somewhat low for his chronological

age and his fund of general information seemed limited. These deficits

in intellectual development appeared to be a reflection of John's deprived

experiential background. It was observed that his reasoning ability was

fairly good, but he had some difficulty where long sequences of events

were involved. His ability to discriminate likenesses and differences

between objects, symbol& and alfsInta paretviva relationships, and to

generalize from similar situations was found to be fairly well developed.

.
He was able to deal with abstract concepts at a rather elementary level.

In general, it appeared that John could function much mote effectively in

those situations where he can see and manipulate concrete objects in his

learning and respond in a motoric fashion. John's effectiveness in

intellectual endeavors seemed to depend on the degree of structure he

was provided. He experienced some difficulty on tasks requiring divergent

type thinking which might have been expected on the basis of his need for

structure.

On the Stanford Achievement Test, John attained the follaWing grade scores:

Word Meaning, 1.7; Paragraph Meaning, 1.8; Vocabulary, 1.5; Spelling, 1.1;

Word Study Skills, 1.8; Arithmetic, 1.5. In general, his level of achieve-

ment indicated that he is educationally retarded and can expect to experience

difficulty in coping with second grade academic requirements. His performance

on the arithmetic subtest of the Wechsler Intelligence Scale for Children

suggested that the grade score he obtained on the Stanford Achievement Test

is somewhat depressed, however.

Although John manifests no overt indications of social or emotional

maladjustment at the time of testing, teacher reports, the child's

responses to projective techniques, and contradictory statements made by

the parents in describing his behavior suggest the presence of underlying

difficulties. John is able to present a facade of passivity and con-
formity, particularly in the presence of adults and when he is not placed

under pressure. His tolerance for frustration, however, is quite low

and he is likely to react in an aggressive manner when he finds himself

in a situation with which he feels unable to handle.

John's responses to projective tests indicate that he finds his total
environment quite threatening; this would include his relations with

parents, peers, and teachers. His major defense against such threats appears

to be one of projecting blame on others. His feelings of inferiority are

such that it is too threatening for him to allow blame or criticism to fall

upon him. John is unable to take the responsibility for anything that will

cast a negative reflection on him.

II. Recommended Educational Programming

The psycho-educational study suggests that Jo. ''s intellectual functioning

has not developed to the optimum because of cultural factors. His diffi-

culties are further compounded by a weak ego development which prevents
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him from coming to grips with his shortcomings. The indications are that he

would benefit from a program that would take into consideration his

specific learning deficits and his social and emotional problems.

Intellectual and Ps cl....zuistis Abilities

John has a marked vocabulary deficit and has a limited fund of general

information. The school should make an all out effort to broaden his

actual experiental background. It would appear that he needs to broaden

his horizons by being taken on field trips into the community. Films and

film strips: picture magazines, and illustrated books should provide him

with various experiences which will add to his fund of knowledge. It will

be necessary, of course, for the teacher and parents to guide these
activities so that he can fully profit from them. Much discussion should

take place. He should be helped to see relationships and to. draw con-

clusions. To protect John from being overwhelmed by these experiences,

the teacher and/or parents must provide him with maximum structural
preparation before introducing new experiences and concepts that are

foreign to him. To further insure learning and to make the learning

experience as vivid and meaningful as possible, it is important that

follow-up activities be provided. These follow-up activities could be

discussions of what has transpired; cooperatively written stories

appropriate to the activity; a bulletin board display of pictures taken

during the field trip with labels; role playing; collection of pictures

in a scrap book pertaining to an anticipated activity; illustrated word

dictionary book, and the like.

Achievement

John's reading difficulties are confounded by his vocabulary deficit. Be

was poorly prepared to grasp the initial reading concepts which were so

foreign to his experiential background. The teacher needs to make sure

that all concepts presented in the basic reading materials are understood

and assimilated by him. Use of concrete experiences and manipulative

materials should help him grasp the concepts so that reading has meaning

for him. In so far as possible, reading sessions should. be of short

duration and assignments clearly understood and limited to insure completion

of the task. It should be emphasized that John must be held responsible

for successful completion of assignments. Successes should be accompanied

by copious praise and other positive reinforcement.

The parents should be encouraged to give him responsibilities at home

in keeping with his readiness and reward him for carrying through with such

responsibilities. At first he might only be required to set the table

or such other simple household tasks.

Although group administered test. scores suggest an arithmetic deficit,

this was contra-indicated by John's performance on individually administered

tests. Discrepancies in test performance may reflect difficulty in

working in a group without close structured supervision.

Social and Emotional

John's social and emotional difficulties seem to reflect a basic immaturity

suggestive of questionable child rearing practices stemming from over-

crowded living situations and lack of guidance and understanding on the
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part of the parents. The parents should be encouraged to spend more
time with John. In addition to what has been suggested, the parents
should be encouraged to convey to John their interest in his school
achievement by talking with him about school, looking with him at the
papers he brings home, supervising any homework he might have such as
learning spelling words, reviewing addition and subtraction facts, and
listening to him read. This will have to be done consistently,
accompanied by rewards for accomplishments.

The importance of structuring John's classroom activities to insure
completion and success should be re-emphasized. Plotting hid progress
with John may be an additional incentive for him to put forth more
effor-t. The teacher should work with the mother to insure consistency
of treatment between home and school.
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CHAPTER VIII

SUMMARY AND IMPLICATIONS

tie siLautt

Never in the history of mankind have we been more concerned abYut develop-

ing the talents of our human resources. At the same time we recognize

that within a segment of our population, the culturally disadvantaged, a

vast reservoir of potential talent is not being fully cultivated. This is

particularly. disarming when one considers the increased demand for highly

skilled and)highly educated individuals needed to meet the demands in today's

society.

One possible solution of coping with manpower shortages in highly critical

areas is to identify and devise educational programs which will enable

cilturallycdisadvantaged children of higher potential to raise their level

of functiOing to the point where they can make optimal contributions to

society.

The primary purpose of this study was to investigate the strengths and

weaknesses of culturally disadvantaged children through an intensive
psycho - educational diagnosis so as to enable educators to design an edu-

cational program that would enhance the intellectual functioning of

culturally disadvantaged children of higher potential.

i To pretant a description of culturally disadvantaged children with higher

potential, the data obtained from this study was presented involves: (1)

a statistical analysis of data obtained on intelligence, creativity,

psycholinguistic abilities, achievement and social and emotional development,

and (2) incorporation of the data in a discussion utilizing the case study

approach.

Organization of the Study

The subjects for this investigation were drawn from grades kindergarten

through 6 of six elementary schools that have a high percentage of culturally

disadvantaged children. The total population of these schools was 2100.

Of these children 1400 were culturally disadvantaged according to Warner's

Scale ratings of fathers' occupation and condition of housing.

A total of 560 children, or the top 40 per cent of the subject*, according

to scores on the California Test of Mental Maturity, were referred for

final screenings. Each of these children was administered the Stanford-

Binet, Form L-M Intelligence Scale. Since there was an obvious relationship

between the Stanford-Binet IQ, socio-economic status, and racial origin, of

the children, candidates were stratified by socio-economic level, racial

origin, sex and chronological age. The top 20 per cent of the children in

each group according to intellectual ability were then selected for place-

ment in the project. Two-hundred and eighty children met all of the criteria.

Due to population mobility and other factors, the above number was reduced to

232.
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An initial analysis of the characteristics of the subjects indicated that
there was a significant positive relationship between grade placement and
socio-economic statue. Evaluation of the relationship revealed that through
some sampling artifact or unidentified trend in the total population, the
population of upper-lower to lower-lower children in the upper grades was
larger than the comparable proportion in the lower grades. A smoothed pro-
portionate random sample of subjects was subsequently selected to control
for this factor. Two-hundred and three subject constituted the proportionate
sample:

Netbods of Appraisal

The 1960 Stanford-Binet Intelligence Test, Wechsler Intelligence Scale for
Children and Primary Mental Abilities tests were used to assess the in-
tellectual functioning of the subject involved in this study. These three

measures were administered to assess the subjects' intellectual functioning
and to facilitate identification of cognitive strengths and weaknesses both
with respect to individuals and to the group as a whole.

Psycholinguistic abilities were measured using the experimental edition of

the Illinois Test of Psycholinguistic Abilities (McCarthy and Kirk, 1961).
Because ot the ceiling effect, a statistical analysis was feasible only with
those scores obtained by first grade subjects.

Appropriate levels of the Stanford Achievement Tests and Iowa Test of
Basic Skills were administered to determine achievement levels of the sub-
jects in the various academic areas. The Stanford Achievement Test battery

was administered to all subjects with the exception of the kindergarten pupils,

and the Iowa Tests of Basic Skills were given to subjects in grades four,
five and six. Individual subtests were analyzed only for the portion of the

total group under study for which they were appropriate on the basis of grade

placement.

A test of creativity (unpublished) devised by Torrance and adapted for
the Demonstration Project for Gifted Youth (Urbana, Illinois, 1963) was
used in an attempt to asseec the development of those constructs believed
important to "creative" thinking. Scores on this instrument provide quanti-

tative measures of Fluency, Elaborateness, Originality and Flexibility.

To determine the child's perception of his parents' attitudes, a simplified

form of the Perceived Parent Attitude Scale (Ausubel, 1954) was administered.

A scale to measure the child's perception of teacher attitudes was also

given. The Perceived Teacher Attitude Scale was derived from Ausubel's

Parent Attitude Scale, with appropriate changes and modifications. To de-,

termine the subjecte' perceptions regarding peer acceptance-rejection, 50

items sampling this area were selected from the California Test of Person-

ality. After appropriate modifications and changes to guard against response

set, these 50 items were arranged serially in a Perceived Peer Relationship

Scale.

The Parental Attitudes Research Iustrument (PARI) (Schaefer and Bell, 1955)

was administered to the mothers and fathers of the children in this study to

obtain information of parent attitudes. The 110 items, according to an
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analysis made by Zuckerman, Barrett, I4onashkin, and Norton (1958),
measure three vectors of parent attitudes: Authoritariaa-C9ntrol, !loather

Rejecting and Democratic.

As a means of assessing the subjects' reaction to frustration, the
children's Form of the Rosenzweig Picture Frustration Study was utilized.
Scores obtained from this test are classified in accordance to direction of
aggression (Extra-punitiveness, Ir-ro-Punitiveness and Impunitiveness)
and reaction tyint (Obstacles- Dominance, Ego-Defense, and Need Persistence).

qualitative clincal data ware obtained from each subject by use of a
sentence completion test and structured interview. Other personality in-
struments were adminijtered as needed at the discretion of the examining
psychologist. These data were utilized in the case studies.

Data Arstata

A variety of statistical procedures were used to analyze the data. Basic
references for the procedures are Lindquist (1953) and Walker and Lev (1953).
When appropriate, the necessary assumptions underlying each statistical .

treatment were taken into consideration during the analysis. For the purpose
of consistency and clarity, the .05 level of significance was adopted and
has been reported throughout, even though in many instances differences were
significant well beyond the .001 level. According to this procedure, all
statements which indicate statistically significant findings should be under-
stood as meaning beyond the .05 level.

Results

A summary of the major findings of this study are organized into five general
areas: Intellectual Abilities, Creativity, Psycholinguistic Abilities,
AcademicAttainment.and:SoCial.and_Emotional-Factors.

Summary of Findings

The major findings of this study are summarized under the appropriate headings
as follows:

Intellectual Abilities

1, Culturally disadvantaged pupils of higher potential (upper 20
per cent of their subgroup) scored at a markedly lower level on
both group and individual measures of intelligence than the
upper 20 per cent of the standardization groups.

2. Even though all children were of low socio-economic status, it
was found that there was a direct relationship between scores
on the measures of intelligence and socio-economic status.
Children from the lower-lower socio- economic group scored signi-
ficantly lower than children from the upper-lower socio- economic
group.
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3. Contrary to popular opinion the culturally disadvantaged
children in this study manifested no difference between the
scores on the performance scale and on the verbal scale of the WISC.

4. Among the WISC subscales, the subjects attained their highest
scores on Similarities, their next highest scores on Arith-
metic and Picture Completion, and their lowest scores on
Block Design and the Object Assembly subtests.

5. On the PMA subscales, the subjects scored highest on the
Verbal subscale and lowest on Space.

6. Contrary to previous studies, the intelligence quotients of
these subjects either remained the same or improved with in-
creased chronological age. Increases or improvement with age
was noted in the Vocabulary and Picture Arrangement areas which
it is believed reflects the effects of schooling.

7. Although there was some confounding with socio- economic status,
Negroid children attained lower scores on measures of intellect-
ual ability than did Caucasian children.

8. There were no significant relationships found betwen sex and
subtests of intellectual abilities with the exception that
girls scored higher on the Vocabulary scale of the WISC and
boys scored higher on Coding.

Creativity

Within this restricted subject pop"ilation, only one of the
Creativity scores (Elaborateness) was found to be related to
differences in socio-economic status.

2. No significant differences in scores on measures of Creativity
*were found with respect to race.

3. For the subjects in this study, growth in Creativity was
arrested or declined at the second to third grade levels
with recovery at the third to fourth grade levels in the
Fluency, Flexibility and Originality areas. Elaborateness
scores, on the other hand, attained a peak at the third grade
level followed by a significant drop to a relatively constant
lower level through the fourth, fifth and sixth grades.

4. No significant differences were found on scores of Creativity
measures with respect to sex.

5. Although there were no significant relationships between
measures of Creativity and the Stanford -Binet Ws, signi-
ficant relationships were obtained between Creativity factors
and the WISC Verbal IQ's, WISC Performance IQ's and WISC
Total IQ's. Vocabulary and Picture Arrangement subtests of
the WISC were related to all Creativity subscales.
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6. In the achievement area, significant relationships were found
only between Stanford Achievement Word Meaning scores and
Stanford Achievement Paragraph Meaning scores and the Flexi-
bility scale.

Psycholinguistic Abilities

1. The subjects were markedly below expectancy on all nine
subscales of the ITPA when compared with expectancies es-
tablished by the upper 20 per cent of the norm group.

2. These children were also significantly below the Stanford-
Binet mental age expectancy in Motor Encoding, Visual
Motor Association, Visual Motor Sequential and Auditory
Vocal Automatic subscales.

3. Determination of strengths and weaknesses of the subjects
was differentially related to the scoring method utilized
(language ages or standard scores). After considering
various aspects including the relationships between these
two methods, it was determined that the subjects had
strengths in the Visual Decoding and Vocal Encoding areas,
neutral or mid-functioning in the Auditory Vocal Association,
Auditory Vocal Sequential and Auditory Decoding areas and
weaknesses in the Auditory Vocal Automatic, Visual Motor
Association, Visual Motor Sequential and Motor Encoding areas.
Thus, there is differential development in psycholinguistic
abilities that appears to be both statistically and edu-
cationally significant.

4. Significant relationships were found between socio-economic
status and Auditory Vocal Association and Visual Motor Se-
quential subtests. A partial correlation holding race con-
stant revealed that these relationships were probably a
function of race rather than SES and thus there was no demon.-

strated'relationship between the SES and ITPA subscales with-
in this restricted sample.

5. There was a significant relationship between race and Audtiory
Vocal Association, Visual Motor Sequential, and Visual Motor
Association such that Caucasian children attained better
scores in these areas.

6. Although it was hypothesized that there would be a relationship
between sex and the ITPA subtests, this belief was not upheld.
Differential functioning associated with both race and sex may
have interacted to "wash out" any relationship.

7. Relationships were demonstrated between the Stanford-Binet,
WISC Verbal, WISC Performance, and WISC Total IQ and the
Auditory Vocal Automatic, Auditory Vocal Association and
Auditory Decoding subtests. The ITPA is related 4ifferentially
to the WISC subscales such that a few of the ITPA subscales



tap areas that are measured by the WISC aubacales while

others assess areas different from those measured by the

WISC.a

Academic Attainment

1. A relationship was found between socio-economic status and .

scores on the vocabulary subtest of the Stanford-Achievement

Test such that children of lower -lower socio-economic status
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2. Children of upper -lower socio-economic status achieved highest
in the areas of Spelling, Word Meaning and A. ithmetic Concepts
on the Stanford - Achievement Test. Areas of weakness were in

Language and Arithmetic Computation.

3. Children of upper-lower socio-economic status_were achieving
on the Stanford Achievement Tests from three-fourths to one
year below mental age expectancies in all areas except Spell-

ing.

4. On the Stanford Achievement Tests children of lower-lower
socio-economic status scored highest on the Arithmetic Con-
cepts subtest and lowest on the Paragraph Meaning subtest.

5. Children from the lower -lower socio-economic group were
found to be achieving on the Stanford - Achievement Test from

.70 to 1.1 years below mental expectancy in all areas except
Arithmetic Concepts.

6. On the Iowa Test of Basic Skills, fourth, fifth and sixth
graders attained highest scores on the Capitalization subtest.
Areas of weakness were on the Punctuation, Arithmetic Problem
Solving and Map Reading subtests. Also, achievement in the

work-study areas was found to be significantly lower than the
average achievement on other subscales.

7. Fourth, fifth and sixth grade children were found to be
achieving significantly below expectancy on all subtests of
the Iowa Test of Basic Skills except Capitalization.

8. Children of lower socio-economic status and of Negro origin
achieved as well as similar children of Caucasian origin.

9. Girls scored higher than boys on the Spelling and Arithmetic
Computation subtests of the Stanford Achievement Tests. On
the Iowa Test of Basic Skills, girls scored higher than boys
on the Comprehension, Spelling, Capitalization, Punctuation,
Usage, Graphs and References subtests.

10. Significant relationships were found between the Stanford-
Binet, WISC Verbal and WISC Full Scale scores and all achieve-
ment test subscales. Furthermore, WISC Performance IQ's were



significantly related to all achievement test subscores
except one. The highest relationship between achievement
test scores and IQ was found with the WISC Verbal Scale.

Social and Emtoional Factors

Subjects' Perception of Attitudes of Others

1. Even though all children were of low socio-economic status,
it was found that there was a direct relationship between
measures of peer acceptance and socio- economic status.
Children from the lower -lower socio- economic group perceived
themselves as less well accepted by peers than did children
of upper -lower socio-economic status.

3. Children of upper-lower socio-economic status perceived
their parents as more accepting than did children of lower-

.

lower socio- economic status.

3. Contrary to the usual findings, these culturally disadvantaged
children of higher potential seemed to improve their attitudes
toward teachers during the first six years in school.

4.. There is no relationship between socio-economic status within
this restricted sample and the child's perception of his
teacher as accepting and valuing him.

5. Negro children feel that they are not as well accepted by
their peers and parents as do Caucasian children.

6. Subjects of higher ability were found to perceive their peers
and parents as more accepting than subjects of lcwer ability.

7. Children who perceive their parents as more accepting and in-
trinsically valuing, achieve better in school.

8. Children who perceive themselves as more accepted and in-
trinsically valued by parents do better on achievement tests.
Although no relationship was found between perceived teacher
attitudes and the Stanford Achievement Tests scores, there
were significant relationships between perceived teacher
attitudes and scores on the Iowa Test of Basic Skills. Only
minimal support was obtained for the expected relationship
between perceived attitudes of peers and achievement.

9. Children who perceived their teachers as more accepting and
intrinsically valuing do better on achievement tests administered
by the teacher.

Attitudes of Parents

1. Limited support was found for the hypothesis that positive
parent attitudes enhance the achievement of subjects of this
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study. Authoritative attitudes of mothers apparently have
their greatest detrimental effect on younger children. As
a child grows older and becomes more independent, parental
influences tend to decrease and the influence of teachers
and of curricular offerings may increase.

2. The findings of this study provide no support for the
hypothesis that the attitudes of the parents as measured
by the PART are related to the creativity of children.

J. 4041.4Noro were few-NAximpc.8.4.=-Jm=jccusob ....... co the ..... to

be related to perceived peer rejection. For the population
studied, it would appear that rejection on the part of the
father has a detrimental effect on perceived peer acceptance.
There was limited evidence that hostile attitudes of

fathers was related to the child's perception that the
teacher did not intrinsically value him. No significant

relationships were found between parents' attitudes and
the children's perception of his peers.

5. Hostile-Rejecting attitudes on the part of the parents
result in the child utilizing less positive ways of coping

with frustration.

5. When the effects of racial group membership are held con-

stant, there was a significant relationship between socio-

economic level and the Hostile-Rejecting attitudes of

mothers but not with the Hostile-Rejecting attitudes of

fathers.

6. Negro parents expressed more Authoritarian-Controlling
attitudes toward their children than did Caucasian parents

but were not more Hostile-Rejecting.

Frustration

1. Children who score higher than others on the Group Conformity
Rating Scale of the Rosenzweig Picture Frustration Study tend

to perceive themselves as better accepted by peers, teachers

and parents. In other words, the more the child responds to
frustration in typical ways the more likely he is to perceive
himself as being accepted by peers, teachers and parents.

2. The older the child, the more likely be is to respond to
frustration in typical ways. The younger the child the more

likely he is to react to frustration in Extrapunitive ways.

3. The Extrapunitive child feels less well accepted by his

peers and parents and less intrinsically valued by his parents.

4. The Extrapunitive child does less well in Arithmetic Compu-
tation and Paragraph Meaning on the Stanford Achievement Tests.
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5. Extrapunitive children tend to be of lower socio-economic
status and come from homes where mothers are Hostile-Rejecting.

6. The Intrapunitive child is likely to achieve at a higher
level than his peers.

7. The Intrapunitive child perceives himself as better accepted
and intrinsically valued by his teachers.

8. Intrapunitive children tend to come from families where the
mother is less Hostile-Rejecting in her attitudes toward
child rearing than mothers whose children react to frustration
in other ways.

9. Intrapunitive children tend to come from upper-lower socio-

economic backgrourittsand have mothers whose attitudes toward
child rearing are not Hostile-Rejecting.

10. Impunitive children tend to score higher on creativity scales
than those children who respond to frustration in other fashions.

11. As a child grows older, his responses to frustration are likely
to become tore impunitiv& in nature.

12. Children uho are Need-Persistent in their response to fru-
stration are likely to perceive themselves as intrinsically
valued by teachers and tend to come from homes where mothers
are not Hostile-Rejecting.

13. Need-Persistent children appear to do better on tasks where
success and failure are readily evident.

14. The Obstacle-Dominance Scale appears to measure aspects of
behavior other than those dealth with in this study.

15. Ego-Defensive children are likely to perceive themselves as
less well accepted by peers and less intrinsically valued
by teachers.-

16. The Ego-Dtfensive subjects are likely to come from homes where
both the mother and the father are Hostile-Rejecting in child
rearing attitudes.

Implications,

A summary of the implications derived from the major findings of
this study are organized into five general areas: Intellectual Abilities,
Creativity, Psycholinguistic Abilities, Academic Attainment, and Social and
Emotional Factors.
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Intellectual Abilities

Since it was found that culturally disadvantaged children of
high potential (upper 20 per cent of their subgroup) scored
at a markedly lower level on both group and individual measures
of intelligence than the upper 20 per cent of the standardization
group, it would appear that the cultural deprivation experienced

by these children is depressing their intellectual functioning.
If this be so, then, schools should make an all out effort to
provide the necessary introvention to compensate for the lack
of intaillgbettiAl stimulation provided in the home and neigh-

borhood environment and thus ifisure more optimal development
of these children.

The most advantageous age for intervention to take place has
not yet been determined, however, the findings of this study
indicate that the subjects were already deficient at age five

and thus intervention should take place at least by age five;
if not sooner. These findings suggest that a preschool com-
pensatory program for disadvantaged children perhaps as young
as two-to.three years.of age even,-is a responsibility that._.:

public schools:should seriously consider assuming, on a year-

round basis.

If the findings of current research on disadvantaged infants
(Kirk, 1965) indicate that it is even more advantageous to
work with disadvantaged children and their parents below the

age of two, it would seem worth the expenditure of funds for

some agency or institution to provide such services. Such

services to very young disadvantaged children might well be

the-best strategy to win the war against poverty.

2. An important finding of this study indicates that the lower
the socio-economic level the lower the intelligence scores
of the children thus adding support to the belief that
factors associated with socio- economic status have a bear-

ing on intellectual development. This knowledge suggests
that an instructional program to help disadvantaged children
accelerate their rate of mental growth has to be differential

in nature. Teachers need to know the specific weaknesses and
strengths of each child's intellectual functioning so that

compensatory and remedial programs can be provided to help

each child ameliorate his specific weaknesses.

Teachers then, of disadvantaged children need the services
of school psychologists to help them assess the learning
problems of these children as a group and on an individual
basis to help them delineate areas of weaknesses in intellectual
functioning that require remediation.



It would also seem necessary for teachers of these children

to have formal training to help them better understand the

relationship between cultural deprivation and intellectual
development and to acquire improved methods and techniques
E.r working with this type of child.

3. In this study the subjects scored lowest on certain perfor-
mance as compared with verbal scales. This finding seems

to imply that a compensatory program should focus not only

on helping these children acquire improved verbal skilla

but must also emphasize performance skills. It might well be

that there is a decided gap in the sensori motor development
of these children which is important to intellectual develop-
ment and that a compensatory program should combine both per-

formance and verbal activities to accelerate mental growth.
In other words, raising the level of these children on per-
formance tasks may in turn raise their level of functioning
on verbal tasks.

4. Contrary to the findings of other studies which indicate a
decrease in IQ with age, the intelligence quotients of these
subjects either remained the same or improved slightly with
increased chronological age. These findings suggest that the

school is providing an environment which prevents any decrease
in the rate of mental growth of thaAe children. Although
the school may provide a somewhat more intellecutally stimu-
lating environment than the home and neighborhood; still and
all the school does not stimulate the development of these
children to the point where they can function intellectually
like the top 20 per cent of the population. One way in which

the curriculum for these children may be beneficial would be
to focus on helping them develop the essential skills of con-
ceptualization, language and perception. Providing cultural

experiences which are lacking in low socio-economic environ-
ments may also be important for intellectual development.
The strengths and weaknesses of individual children as in-
dicated by the subtest profiles can serve as gui4es to re-
mediation,

5. Although the girls scored higher as a group on the Vocabulary
Scale of the WISC and the boys scored higher on Coding, the
implication of these findings suggest that compensatory or
remedial measures should take into account and provide for
individual differences within a framework of an over-all
curriculum desf_sned to stimulate intellectual functionings.

6. If teachers are expected to concentrate on the individual child

by helping him fill in the gaps in his intellectual development,

the teacher-pupil ratio will need to be small. Necessary
encillary services such as the school psychologists, social
workers, speech correctionists and teachers of learning dis-
abilities should be provided, so that problems interferring
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with intellectual functioning can be identified and dealt with in

order that the teacher can be helped to gain the insight necessary
to design an adequate program for each child.

7. The school system should provide an adequate budget for such
a program so that materials of instruction designed to help

children develop cognitive skills can be made readily available
to the teacher. Likewise, gaps in experiences which are often

in lowered scores on intelligence tests 'my h° f411°A

in through carefully selected and planned first hand experiences

such as field trips.

Creativity

1. Although no comparisons could be made between children of varying
socio-economic levels because of the design of this study, many of

the subjects were able to attain scores on measures of creativity
that were considered to be educationally and functionally signifi-

cant. Others, manifested some, but not highly creative behavior,

which suggests that they have potential that has been marred by

deprivation.

2. The developmental pattern of creative thinking, from grade level
to grade level, is similar to that found in other studies. It

would appear that activities designed to foster the creative think-
ing of children from other socio-economic levels might be useful
for teaching these children. One caution that should be oberved

is that although the patterning by grade level was similar to pre-
vious studies, dips seemed to occur earlier, If creativity enhanc,

ing activities are to be adapted for use with disadvantaged children

from activities developed for use with children from other socio-
economic backgrounds, they have to be presented at an earlier age

level. Also further investigation will probably reveal that specially
designed activities and examples will be needed.

Since these children appear to need creative activities in the class-

room, special training, either in service or academic, will need to

be provided for the teachers who lack the necessary knowledge and

skills.

3. Since there is a relationship between creativity test scores and
reading achievement, WISC Vocabulary and MSC Picture Arrangement,

engaging children in verbally based creative activities might en-
hance verbal academic performance.
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4. Awareness of the fact that creativity scores are associated

with verbal functioning and achievement should prove useful

to psychologists and counselors when attempting to identify

children with potential for higher achievement.

Psycholinguis tic Abilities

1. Tho no-ui Colt n r!nmpensatory or remedial vrogram in the
psycholinguistic abilities fts.cte assessed by the za*q is

indicated by the fact that the subjects were markedly, bext,

expectancy in all nine areas liken com-nred with the sipper

20 per cent of the standardization group. It may prove to

be particularly advantageous if preschools for culturally

disadvantaged provide educational programs with a strong

emphasis on developing meaningful and appropriate psycholin-

guistic skills.

2. When using mental age to determine expected level of psycholi-

guistic development, the subjects were found to be significantly

below expectancy in the Motor Encoding, Visual Motor Association,

Visual Motor Sequential and Auditory Vocal Automatic areas.

These findings would appear to infer that even more concen-

trated remediation is needed in the above-mentioned areas.

Special teachers might well focus on work in the above

areas where the children seem to be particularly deficient.

Since the Visual Decoding and Vocal Encoding areas seem to

be strengths of these children in so far as psycholinguistic

abilities are concerned, any remedial program should use these

strengths to build up weaknesses in the Auditory Vocal Auto-

matic, Visual Motor Association, Visual Motor Sequential and

Motor Encoding areas.

The above deficits infer the necessity for a reduced class load

for the teachers and possibly special teachers to assist the

classroom teachers in providing intensive remediation for in-

dividual children.

3. Findings indicate that Negro children attained lower scores on

the Auditory Vocal Association, Visual Motor Sequential and

Visual Motor Association tests than the Caucasian children.

This suggeats that even more remediation needs to be provided

for the Nego children in these specific areas.

4. It would appear that teachers need the help of school psychologists

in determining the psycholinguistic strengths and weaknesses of

these children. Likewise, psychologists can help the teacher

plan remedial programs. In addition these teachers should, through

formal course work and in-service training, acquire diagnostic

skills so that they are more competent when providing the daily

evaluations necessary to the planning of appropriate learning

activities for these children.



5. Although the children's functioning of the ITPA is affected

in ways, not yet fully understood, .by cultural deprivation,

this instrument provides one means of determining the specific

strengths and weaknesses of children in psycholinguistic

areas not measured by conventional intelligence tests.

Academic Attainment

1. It must be recognized that these children who are of higher

ability in their subgroup are achieving markedly bell their

mental ages. This is of particular concern since in all

probability the mental age scores are also depressed by

cultural factors. This finding suggests that the present

educational offering are grossly inadequate in helping these

children develop their potential.

2. Since socio-economic status has such an impact on achievement

educational programs must be designed to take into account
the differences in children that are related to cultural factors.

3. Although the WISC Verbal Scale may provide the best prediction

of present classroom functioning, the Stanford-Binet may provide

a better estimate of potential functioning after an appropriate

intervention program.

4. If teachers are to fully utilize test findings they must be

well grounded in test interpretation and be able to implement

their interpretations by providing appropriate educational

experiences for culturally disadvantaged children.

5. These children were found to be particularly deficient in the

work-study areas. Since work-study skills seem to be basic to

independent study, the need for intensive upgrading of the

current educational programs in this area is evident.

6. Not only do girls do better than boys in areas where there is a

relationship between sex and achievement, but also girls tend

to manifest even greater superiority at the upper elementary

levels; therefore, particular attention should_ be devoted to

developing programs that more adequately meet the needs of boys.

Perception of Attitudes of Others

1. Since children who perceive themselves as being more accepted

and intrinsically valued by parents tend to do better on achieve-

ment tests, work with parents oriented toward helping them be-

come more accepting and understanding hould enhance the child's

academic progress.
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2. Since there seems to pe a strong relationship between low

socioeconomic status and negative perception of parents, the

need for intensive efforts to help lower socio-economic parents

improve relationships with their children is indicated. Efforts

might include such activities as increased home-school contact

by teachers, individual and group social service for parents,

family counseling service, mass media presentations, adult edu-

cation classes, parent volunteer work in the classroom.

3. Apparently these children develop a somewhat improved attitude

toward teachers during their elementary school attendance.

Efforts should be made to enhance this trend and to capitalize

on and reinforce these trends before they encounter the stiffer

competition and more impersonal atmosphere of the secondary

schools.

4. Experiences which lead to the development of an improved self-

image for Negro children seems to be very desirable in view

of their tendency to believe that others do not accept them.

5. Since there is a relationship between a positive perception

of teachers and positive self growth, teachers should be selected

who engender feelings of acceptance in their pupils so that pupils

self-growth is enhanced.

6. Activities should be developed which bring lower class children

into positive relationships with their peers so as to promote

improved peer relationships and subsequent positive perception

of relationships with others. Cooperative projects, group

counseling, extra-curricular activities may all contribute to

the development of better peer relationships.

7. Children of lower but still good ability tend to be less self-

confident in the relationship with others, hence will need addi-

tional support and encouragement.

Attitudes of Parents

1. Since it appears that the Authoritarian attitudes of mothers

have their greatest detrimental effect on young children, it

would seem that intensive work with mothers of younger children

to help them improve their child rearing practices wocld have

a beneficial effect on children such as those in this study.

It would seem to be particularly important for the home and

school to develop a close working relationship during the pre-

school and early elementary school years of the child. Training

courses for mothers to learn to be teacher assistance on a paid

basis might be one worthwhile approach to use. Mothers, hope-

fully through learning different ways of handling children,

Should be able to transfer these learningsto handling their own

children.
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2. Although there were no significant findings in regard to
the attitude of parents as related to the creativity scores
of the children, it might be that the attitude expressed
by the parents during the interview was not related to the

parents actual behavior. It is important that parents be
helped to understand and behave in ways which encourage
creative expression in their children.

3. The finding that Hostile-Rejecting attitudes of the fathers,

are related to poor interpersonal relationships such as re-

flected in perceived pear rejection seems to imply that soma

type of intensive service needs to be provided for fathers

so that, they can manifest greater acceptance of their children

and thus enhance their growth of appropriate interpersonal

perceptions in the children. Group and individual social case

work would seem to be fruitful approaches. It might also prove

to be beneficial to solicit fathers to work a portion of their

time in the classroom on a paid basis. To obtain the co-

operation of the father in this and similar endeavors, it

might be well to seek the help of a leader or leaders in the

immediate environment of the culturally disadvantaged who can

exert some influence on the fathers to get them to cooperate

with the school and community agencies.

Another consideration is to employ more male teachers in

schools made up largely of culturally disadvantaged children.

If the male teacher is accepting of a child it may not be so

damaging to him if his father rejects him. It should be noted.

that all teachers of the children in this study were female.

4. Since Hostile-Rejecting attitudes on the part of parents appear

to result in less positive ways of handling frustration of the

child, the school and social agencies should develop effective
innovations for helping these parents acquire improved child

rearing practices. As the socio-economic level decreases, even

more intensive work should be provided for the mothers of the

more severely disadvantaged in that there was found a signi-

ficant relationship between socio-economic status and Hostile-

Rejecting attitudes of mothers.

5. Another important implication for the findings on parental
attitudes is that the school is going to have to make provisions

for more intensive work with parents. Additional social workers

and psychologists seem to be a must to serve as consultants to
teachers and to assist in the parent educationIprogram.
Teachers should seemingly be released from their teaching
duties a portion of their time so that they can work with parents.

The budget should provide for substitutes for teachers so that

released time for teachers is feasible.

6. Since Hostile-Rejecting attitudes are a function of physioats
well being, adequate housing and economic security as well, as
a learned method of interacting with others, changing the

attitudes of the disadvantaged will involve the cooperative

efforts of many agencies.
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Reaction to Frustration

1. Children who respond to frustration in typical ways tend to
perceive themselves as better accepted than others by peers,

parents and teachers. Atypical responses to frustration,

particuYarly of an Extrapunitive nature, should seemingly
be discouraged. Therapeutic measures should be designed

to assess and ameloriate the causes of most Extrapunitive
responses to frustration.

2. Be-ause the younger children are more inclined than older
pupils to respond to frustration in an Extrapunitive manner,
particular therapettic attention should be given to lower grade
pupils. Efforts should be designed to help the child over-
come his tendency to consistently place the bleme'for'frustrat-

ing experiences on others and help him assume responsibility
for his actions.

3. Since the Extrapunitive child feels less well accepted by
peers and parents and less intrinsically valued by his parents,

the need for intensive efforts to help these children to improve
their social relationships is indicated. Efforts which center

around ameloriating this need would include activities such as
group and individual social work services, family counseling

services and appropriate competitive activities.

4. Because the Extrapunitive ,nild tends to achieve at a lower
level than his peers in the tool subject areas of arithmetic
computation and paragraph meaning, remediation in the above
subjects seems needed. Such remediation might include the
identification of the individual child's remedial needs, ad-
justing his program to realistic achievement levels, and
structuring assignments to assure completion and success.
Emphasis should be placed on helping the child assume re-
sponsibility for the successful completion of learning tasks
and providing profuse positive reinforcement for appropriate

behavior. The most effective modes of reinforcement will, of

course, depend on what is important to the individual child.

5. Since Extrapunitive children tend to be of lower socio-economic

status and come from homes where mothers are Hostile-Rejecting
intensive efforts to help parent-child relationships is indi-

cated. Family counseling, social work services, family living

courses for both pupils and their parents, and parent volunteer

work in the school setting may be appropriate means of improving

relationships.

6. The Intropunitive child is likely to achieve at a higher level

than his peers, perceive himself as better accepted and in-

trinsically valued by teaches and come from families where the

mother is less Hostile - Rejecting in her attitudes toward child

rearing. It would appear, therefore, that efforts should be
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made to foster within culturally disadvantaged pupils of
higher potential a realisitic acceptance of responsibility
for failure and frustrat ion. Well structured school programs
emphasizing the assumption, of self-direction and responsibility

combined with group and individual social work aervtces may

prove beneficial.

7. The Need Persistent child does better on those tasks where
success or failure is readily evident, consequently immediate
"feed back" through which mistakes are clearly, delineated,

constructive criticism is offered and an opportunity to

correct errors is provided seems to offer the greatest opportu-

nity for success.

8. Although a certain amount of defensive behavior in the face

of frustration is acceptable, children who are extremely Ego

Defensive tend to perceive themselves as less well accepted

by peers, as less intrinsically valued by teachers and come

from homes where both the father and mother manifest Hostile-

Rejecting child rearing attitudes. It would appear desirable

therefore, to provide the "aver-defensive" child with strong
emotional support so that he can give up his inappropriate
defenses. This may involve work of a therapeutic nature with

the parents and/or the child but positive efforts of teachers

and others can be vex)? effective.

Needed Research

The needed research derived from the major findings of tULO 0..42, -..

summarized under the appropriate headings as follows:

Intellectual Abilities

1. Researchers should be concerned with developing and testing

various educational approaches for raising the level of function-

ing of culturally disadvantaged children with higher potential.

For example, an experimental curriculum based on the findings

of a comprehensive assessment of psycho-educational functioning

evaluated on a carefully controlled research basis is one

approach that merits consideration.

2. There is a crucial need for the development of inotruments that

are more sensitive to asseasing the intellectual abilities of

culturally disadvantaged children, especially those with higher

potential.

3. More research needs to be conducted with culturally disadvantaged

children to determine the cost strategic age for intervention

to take place relative to increasing the rate of intellectual

development. Various approaches, particularly at the preschool

level, need to be developed and compared on a research basis.



4. Additional research needs to be conducted to determine the most

effective and efficient ways of identifying potentially gifted

children among the culturally disadvantaged.

5. Research also needs to be conducted in the area of parent

education to determine how best parents may be helped to

facilitate the intellectual growth of their children.

6. Since one of the major deficits in intellectual functioning

of these children seems to be in the area of visual perceptiou,

studies should be designed to test the efficacy of various

approaches for improving the perceptual skills of these children.

7. In-service and formal training program for teachers should

be evaluated on a research basis to determine their effective-

ness in accelerating the intellectual growth of culturally

disadvantaged children.

Creativity

1. Development of tests of creativity that provide Indentificatian

and valid assessment of creative potential of the culturally

disadvantaged are needed.

2. School programs specifically designed to foster creative ex-

pression among the culturally disadvantaged, especially those

with higher potential, should also be designed and evaluated.

3. Specific child rearing practices and cultural influences which

foster the development of creative expression among the culturally

disadvantaged need to be identified and studied. Programs for

parents designed to help them encourage the creative endeavors

of their children need to be designed, initiated and evaluated.

Psycholinguistic Abilities

1. Additional studies should be initiated using instruments

such as the ITPA for determining language and communication

strenths and weaknesses of culturally disadvantaged childrea.

Individual and group remedial programs based on these finding -

lags should also be developed and tested on a research basis.

2. There is a need for additional research to determine cultural

effects on the development of psycho-linguistic abilities of

the culturally disadvantaged.

3. There is a need for the construction of instruments designed

to make a more sensitive assessment of the culturally dis-

advantaged child's development in the psycholinguistic areas.
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4. A wothwhile study might be one that concerns itself with the

extent to which teachers can be trained to be better diagnosti,

cians and innovators of remedial programs.

Academic Attainments

1. Since these children were achieving at a level Agnificant2-:-

below their mental age, researchers ihould concern themselves

with tARtin2 different approaches for raising the to el of

achievement of these children. Experimental curricula offer-

ings including parent involvement, in-service training of

teachers, impact of ancillary services, involvement of

community agencies and selection of teachers are some of the

important areas that lend themselves to future research.

2. The development and evaluation of teacher training programs

geared to prepare teachers for working with the culturally

disadvantaged child with higher ability is a crucial need.

3. Particular emphasis needs to be focused on the relationships

of cultural factors and the achievement of boys in that

culturally disadvantaged girls of higher potential achieve

at a higher level than boys from the same socio-economic

level. Specific areas to be researched seemingly would

include factors such as motivation, self-concept, relation-

ships to parents and to peers, impact of community factors

and aspirations as they relate to sex.

4, More intensive studies of the cumulative effects of cultural

deprivation on achievement as well as on intelligence is

needed. Particular emphasis should be placed on certain tran-

sitional periods such as that of moving from the elementary

level to junior high and from the junior high to high school.

5. More longitudinal studies need to be conducted to determine the

effects of various preschool training programs on the subsequent

achievement of culturally disadvantaged children of high potential.

Social and Emotional Factors

Perception of Others

1. Additional research needy to be conducted on the effects of

teacher personality on the child's school adjustment.

2. The extent to which various approaches to parent education

can change the perception of the child's attitudes of his

parents seems to be wotth consideration.



3. Assessment of the effects ox various teaching methodology

on the child's perception of his relationship with others

is also an area that needs further investigation.

4. More percise instruments for assessing the child's perception

of his relationship with others are needed.

Attitude of Parents

1. Innovative methods for working with parents of culturally

disadvantaged children need to be designed and evaluated.

2. There is a crucial need for development of more adequate

scales for assessing the attitudes and child rearing practices

of the parents of the culturally disadvantaged.

3. Further studies should be conducted to determine the effects

of various child rearing practices on the development of

the culturally disadvantaged child as reflected in areas

such as creativity, intellectual functioning, achievement

and social and emotional adjustment.

4. Studies should evalute the effects of various types of in-

centives used to elicit the cooperation of parents of

culturally disadvantaged children.

Frustration

1. ResearChers should assess the effects of various educational

programs, child rearing practices and environmental influences

on the personality development of culturally disadvantaged

children.

2. Attention should also be given to the development of instru-

ments designed to assess personality components of culturally

disadvantaged children.
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